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INTRODUCTION

This document repfesents the third in a series of reports, the
reasons for which are di;ect1y traceable to the mission and work of
both the Center for the Study of Evaluation (CSE) and the Laboratory
in School and Community Education (LSCE), units ot the Graduate School
of Education, UCLA:

Over the past tﬁree years, the Sy§temic Evaluation research
project of the Program Evaluation unit in CSE's Methodology Program
has conceptualized, developed and refined the idea of comprehensive
information systems for districts and schools (Sirotnik and Oakes,
1981a; 1982a; Sirotnik, 1982). Coordinated with this effort has been
the work over thé past four years in the Multilevel Methods for Local
School Improvement project‘(Burstein, 1980; 1983). Both of-these
research foci have been influenced by bagf and current CSE work in the
Practices and Policy Programs; examples are the studies in (1)
evaluation practices (e.g., Lyon, et al, 1973), (2) using evaluative
findings (e.g., Alkin, et al, 1979), (3) linking testing, evaluation
and instruction processes {(e.g., Bank ang‘williams, 1980 and 1981),
and (4) organizing evaluative practices to serve botih educational and
political purposes (e.g., Baker, 1981).

The companion line o% inquify at the LSCE builds not only upon'
the idea of systemic evaluation but upon the appropriate paradigm of
school renewal and change that is necesséry to impiement the process.
This work finds its or1g1ns in the Institute for Deve]opment of

Educational Activities and its Study of Educational Change and Schoo]




Improvement (e.g.; Rentzen, 1984 and Goodlad, 1975}, the subsequent A

Study of Schooling (e.g., Goodlad, Sirotnik and Overman, 1978 and

Goodlad, 1983), and past and current work in the LSCE_(e.g., Sirotnik
and Oakes, 1981b, ¢ and 1983 and Heckman, Oakes and Sirotnik, 1983).

We use the phrase "systemic evaluation" as shorthand for the idea
of é comprehénsive information system for schools and Jdistricts that
provides in-depth quantitative ar- qua]itative(description of
schooling and thereby faci]jtates dialogue, judgment, decisionfmakinga
and action by those concerned with:and/or responsible fo} schbo]ing.
The process is essentially formative since it is conceivea of as being
1ongitudiﬁa1‘w1tl the usual feedback-revision TOOps for adapting to
the eVef—changing circumstances of zchooling. The process is also. not
constrained conceptua]]y'nor operationally by the trad{tional input-
output "faétory“ model of schooling that relies upon achievement 6ut-
come criteria.

To be sure, monitoring student achievement progreés is a funda;
meﬁta]]y important part of the system. But We sée these "outcomes" as -
pieces of a larger system that can easily be "inputs". when the system
is viewed interactively and longitudinally. Moreover, it is exceed-
ingly difficu]; to qive any theoretical credibility to simplistic
fnput-output ﬁ;dels givzn (a) the multip]icitj of "outcomes" that
arises when the full range of school functions are recognized, (b) the
multivariate nature of context and process that obtain when a éystémic
vieQ is taken, and (c) the ambiguity of proper temporal 1ocat16ns of
these variab]gs when conceptualizing the process of schooling ‘over

time.



Indeed, our systemic view of schooling compels us to think more

in terms of what has been calle¢ a cultural responsive {(Goodlad, 1975)
model of the process of schooling. This approach treats schools and
their districts and their communities ecolcvically, recogrizing the
interdependenre of tha cfrcumstances and activities of schooling with
the ways in which people respond cognitively and affect1ve1y in the
tota] setting. Th1s orientation further suggests that the
interventionist perspective on bringing about school change is
destiged for failure--as amply demonstrated over the past two to three
decades. (See, for example, the Rgnd studies by Berman and
MeLaughlin,'1975). People need to "own" their innoveeions; they need
to be continua]]yrinvo]ved'in the change process over which |
re]evaﬁcies, contents, procedures and revisions are determined and
acted upon.

How these jdeas--the informational content of schooling, the
cu]tura] respons1ve model, and the dynamics of educational change--a]]
come tcgether has been discussed in depth in the previous two
deliverables for the Systeqjc Evaluation project. Suff%ee it to note
here the following implications of this work:

1. 6utcome indices have limited value, beyond their immediate

| descriptive signal; fcr helping direct an agenda for school

ihprovement. |

2. A necessary requisite is relevant information on the y

circumstances, activities and .sentiments associated with the

schooling process.



3. The criteria of relevance are based upon the perceived needs
of the significant "actors" in the setting (e.g., administra-
tors, teachers, students, parents) and the inherent value

systems through which these perceptions are filtered.

4. Information gathering as knowledge prbduction has several
crucial and interrelated features:

a. It is operationalized with a multi-method approach to data

co]]ecpion (e.g., survéy questionaire; interView, anecdotal

and structured observation, document and archival records).
b. It is conceptualized and analysed in a multi-level (e.g.,

individual, class, school, district) perspeéfive;

c. It embraces multi-inquiry paradigms (e.g, empirical

analytic, naturalistic/interpretive and critical-
dialectic).

5. Information as knowledge is not an end fn itself but is,
instead, a catalyst for evaluative discourse and action;
systemic evaluation must, therefore,.beklegitimized as a
natural and on going part of the daily work life of those for
whom the knowledge is to be relevant.

Again, there is much conceptual work behind these rather cryptic
summary-statehents, and the reader is invited to review the past
deliverables refer;néed above. _-\

In this repoif we turn our attention more toward the actual

contents likely to be useful in a comprehensive information system for

schools and districts. This includes both an inventory of the




relevant aspects cof schooling, categories of information, and poten-
tial data sources, and exemplars of the actual survey items, interview
questions, observation protocols, archival records, and so forth that
might operationalize the system. L .

The reader taking seriously our foregoing summafy'of past work
may find this purpose for our present work contradictory. Have we
not, after all, argued that knowledge of a setting must be generated
by and for the people in the setting? We have, and will continue to
so argue. Schools and districts can be seen to be unique cultures
within themselves that attach meanings to structures, events and
feelings in their setting that are not readily generalizeable across
settings. |

Howgver, one need not invent fthe wheel in order t6 select an
automobile that meets one's particular transportation needs. Notwith-
standing the cultural uniqueness of schbo]s, there exist clear common-
alities that cut across schools and that inevitably surface as school

people begin to take stock of their circumstances, activities and

sentiments. For example, in the comprehensivé A Study of Schociing,
GoodWad (1983)'ident4figs one, non-exhaustive list of schooling
commonplaces. teaching praétices, content (subjecf matter), instruc-
tional materials, physical environment, activities, human resources,
evaluation; time, orgénization, communication, decision- making,
Jeadership, goals, issues and prob]ems,‘imp1icit.(“hidden") curricu-
tum, and controls (or restraints). -

Qur mission here-is not to arrive at the definitive, categorical
list of.commonplaces. Rather, it 1s to ackﬁow]edgevthe existence of

commonalities to which .people in schools can relate. Evidence for

-5-
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this position comes not only from the vast array of educational
.research implications for school practice (e.g., mastery‘learning,
time-on-task, grouping practfces, etc.), but also from our own
inventory of instrumentation developed by sohools and districts to
‘bui1d information systems approaching the type‘we are proposing here.
The overlap we have found 1q jtem content from one survey to another
is cons1derab1e and hard]} co1nc1denta1

Thus what we attempt tosprov1de jn this report is not a blueprint
of tne_systemfc eva1uation'package to be used in any given district in_
any given schoo] Instead, we offer a framework for the commonp1ares
of schoo]1ng and an extens1ve sampler of ways in which they can be
operationalized for ‘the purposes of building an information system.
This sampler will have served its purpose if people--who are actively
engaged in seeking knowledge for improving their school--use it for
selecting relevant items to be used as they are or in modified form,
for deleting items that are irrelevant, and/or for suggesting areas of
concernlthat hane not been operationalized and should be.

Towards achieving this purpose we organize what foi1ows into five
chapters. Ffrst, we present some common conceptions of schooling that
. have typica]iy quided school improVement efforts put that are
insensitive to the dynamies of school change as described above.
Second, an alternative conception is discussed which incorporates
these dynamics and squests a schoo]-focused inquiry process that is
compatible wjth'the;concept ofﬁsystemic evaluation. Third, we review
several orientations guiding the use of information systems current]y‘

in practice and examine them in terms of our own orientation regarding

-6- L
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the role of information in school improygment. 'Fcurth,‘a systemic
evaluation sampler is préseﬁted'and discussed in terms of (a) a frame-
work for sorting out the content f schooling and (b) procedural
issues including instrumentation, the co]]e;tion of data in schools
and communities, and the use of techpoTogy. Finally, we will outline.
what might be called the "humanizatiorn" of data, i.e., the ways in
which data can be ana]yiéd, organized, and reported back to people
such thef these data can be used at the different levels of schooling ‘

for the different information purposes that exist at these levels..
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COMMON CONCEPTICNS OF SCHOOLING

So far as we know, there is no theoretical (in.the s*rict sense
of the term) model of schooling that enjoys replicablie and
'generalizéb1e empirical gupport.1 Yet there is no lack of conceptual
models of schooling, many of-which‘brovide useful heuristics
for guiding inquiry into, and furthering our understanding of, the
process of schooling. |

| However, for all the conceptual schematics that punctuéte the
1ité}ature on modeling schooling, there are few surprises. ‘They have
'grown so comprehensive over the past decade that substantive
differences between them are minimal. For example, most modern views
of schooling acknowfedge (1) both cognitive and affective outcomes,
(2) the importance of perceptions {(e.g., school work envirorment and
classroom learning environment), (3) exogenous variables such as
community characteristics (e.g., SES), and (4) the variocus effects of
differential resource allocations.

Dif%érences-between models of schocoling, therefore, aré found
much less in their contents as they are in the images of schcoling
guiding the ways in which these contents are conceptually organized.
Without meaning to offend those who have spent cohsideéabie time and
effort developing speciaiized versions of schooling models, it will

serve our purposes adequately to simply dichotomize the whole state-of

1 By the "strict sense” meaning of the -term theoretical we mean theory
as defined, for example, by Kerlinger (1973, p. 9): "A theory is 2
set of interrelated constructs (concepts), definitions, and
propositions that present a systematic view of phenomera by specifying
relations among variables, with the purpose of explaining and
predicting the phenomena.”



affairs into what we will call "“outcome-bound" versus "outcome-free"
conceptualizations of schooling. By outcome-bound we mean schooling
conceptions whose contents ffnd their raison d'etre in their eventual
1ink-up with designated student 1eqrn1ng outcomes, usually achievement
tests and usually of the norm-referénced (standardized) variety. By

outcome-free we mean schooling conceptions whose contents are seen to

reflect the complex and mu]ti-faceted\organizations that schoo1$ and
their districts are--educational places responsible to their public
constituencies; as work places responsible to their emp]oyées; and as
learning places responsible to their students, to name a few.

Our choice of the term outcome-free does nof mean that asses;fng
student achievement is not of crucial importance. But it is not the
crjterion sine qua non for judging the relevance of information likely
to be useful for school improvement. Moreover, we havé nothing
against well-conceived outcome-bound analyses for certain purposes and
specified time frames. But such analyses are most useful when part of
a comprehensive aﬁd realistic conception of the totality of schooling.

In the next chapter we will present an outcome-free approach to
schooling that in compatible with the perspective we are taking cn
inquiry and the role of information: This discussion will be facili-
tated in this chapter by clarifying and critiquing such diverse

conceptions as input-output models, school effectiveness models,

classroom learning models, and systems theory models as examples of

what we mean by outcome-bound approaches. Notwithstanding their rich

-10-
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and only somewhat over]ahping research traditions, these approaches
are more similar than they are dissimilar because of their exclusive
reliance on outcome measures. In effect, constructs find their way
into these models only upon the strength of their predictive
associations with achievement measuresZ. Not only, therefore, are
these models bound conceptually, they are bound operationally to the
fallibility of outcome measurement and the implicit value perspectives
attached to measurement models (e.g., norm versus criterion-referenced
assessment).

Input-Output Models

The easiest way to characterize these models is to note what is
missing from the phrase “input-output”--process. Input-output
conceptions typically view the school as a "hlack box" cr myster-ous
factory that gomehow transforms raw materials {(i.e., children) into
products that cah be stacked up against quality control indicators
(i.e., standardized achievement scores).

But any sensible factory manager will tell you that he/she can do
only so much. Quality control.of the outputs depends upon the guality
of the inputs, e.g., raw materials, machinery, capital resburces
workers, etc. Thus input-output séhoo]ing‘studies typically include
variables in one or more of the following ciasses oflinputs: student

background {e.g., SES, ethnicity), school conditions (e.g., size,

7 The argument reparding outcome-bound models is not limited only to
achievement outcomes and includes all cognitive, affective and
psychomotor cirteria. We sometimes use the terms "outcome" and
"achievement" synonymously because of the infrequency with which other
kinds of outcomes are usually assessed. -

-11-



budget), teacher chéracteristics (e.g., experience, attitudes), and
‘student attitudes (e.g., self-esteem, aspirations). The research
objective of these studies is to see to what extent ﬁhese variables
can explain (i.e, predict) variance in students' achievement test
scores and, occasicnally, student affective outcomes {(e.g., dropout,
locus of control). The Coleman, et. al. (1966) report is probably the
most well-known representative of this general class of studies which
also includes those studies more recently incorporated under the
rubric of the macroanalysis of educational productivity (see Bidwell
and Windham, 1980).

A fairly comprehensive summary of the input-output research can
be found in Glasman and Biniaminov (1981). Their synthesis of the
models, which we have reproduced here (see Figure 1) pretty much

summarizes the input output conception of schooling. For whatever

reasons, what goes on in schools and classrooms is virtually untouched

by thié 1ine of inquiry.

School-Effectiveness Models

The primary significance\bf the research on school effectiveness
has been to defuse the erroneous impressions of the input-output,
"schools-have-no impact" studies in the 60's and early 70's (see
Coleman et al., 1966 and Jencks et al., 1972 among othérs), By
focussing on organizational features within schools, school
effectiveness research begins to open the "black box" and examine
schod]ing process. Tﬁrough the intensive study of particularly
effective schoo]s--schools_that by ail empirical accounts "ghould not"

be effective in view of the low socio-economic background of their

s12- 139
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student bodies--a handful of "effectiveness principles" have

been induced. These principles, which appear to enjoy some construct
validation through convergent findings across studies and through
contrasting findings in studies of:SES equivalent but ineffective

schools (see specia1 issue of Educational Researcher, 12(4), 1983},

are as follows (Edmonds, 1982, p. 6):

: /
The leadership of the principal, notable. for. substantional
attention to the quality of instruction.

A pervasive and broadiy understood instructinal focus.
An orderly, safe climate conducive to teaching and learning.

Teacher behaviors that convey the expectation that all
students are expected to obtain at least minimum mastery.

The use of measures of pupil achievement as the basis for
program evaluation.

These princip]és can be conveniently labelled by the phrases
"principal leadership," "academic emphasis,” "discipline and control,"
"high expectations,” and "outcome-Sased evaluation" respectively. In
view of the bufgeoning evidence (Rosenshine & Ber]iner,'1978; Denham &
Lieberman, 1980; Frederick & Walberg, 1980) on achievement gains as a
direct function of increases in actively engaged instructional
learning time, "time-on-task" could be (and often is) added as a sixth
principle of schooling effectiveness.

Notwithstanding this apparent convergence on the ingredients of
quality schooling, a general formula for school improvement is sti]]ba
distant goal. School effectiveness researchers- themselves rightly
recognize the limitations of work to-date.

Two important caveats must precede a description of
the characteristics. First, researchers do not yet know
-14-
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whether the characteristics are the causes of the
instructional effectiveness that characterizes the
.effective schools. Second, the characteristics are not
rank ordered. We must thus conclude that tc advance
effectiveness a school must implement all of the
_characteristics at once. (Edmonds, 1982, p. 6)

However, tnere are other related caveats of a general nature which -are
not always explicitly recognized. Not only is. the causal nature
of re]ationships and order of importance of the variables not

well-understood, the nature of the variables themse]ves, i.e., the

‘number of equivalent ways in which they can be manifested (and

potentially operatibna]izéd) is, for the most part, unknown. "Even
mofe important are the unknown interactions between these several
effectiveness variables and other relevant variables in-the
educational context specific to eé;h school. (See‘Purkey!and Smith,
1983,. for an excellent critical review of the effective ‘schooling |
1iterature.) The importance of Eg&_viewing principles of quality or
effective schooling out-of—Context‘or out-of-system cannot be
overstated. In the 1982 Nationa! Invitational Conference hosted by
NIE on "Research on Teaching and Implications for Practice," this
theme Qas consistently reiterated in regérd not only to impiementing
the effective school{ng research but ;150 in regard to maximizing the
success of collaborative research in'genera1. Reports by Ward and
Tikunoff (1983), Hamilton (1983), and Purkey and Smith (1983)

succinctly reference and describe the main features of the contextual

argument and reinforce our own systemic work to date. Hamilton (1983,

. 1), for example, notes that, "...schools are social organizations.
P P a

-15-
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What teachers and students do can never be comp"ehended solely in
terms of teaching and learning academic subject matter

Current trends in the research on school effectiveness
i1lustrates Hamilton's points quite nicely. berta1n1y we all believe
in academically engaged learning time, stfong curricular leadership in
the school's administrative structure, orderly and-non-disruptive
classroom learning environments, rigorous and curriculum-based
achievement monitoring, and the mastery of basic academic skills.
Moreover, we be]ieve--a1ong\w1th the architects of etery formal,
state/district curriculum document ever constructedf-that the socta1,
personal and career functions of schooling are also important, i.e.,
that critical thinking, becoming.a cooperative and contributing
c1t1zen jearning to be a responsible decision-maker, and'so on are
also 1eg1t1mate aspirations for the schoo11ng enterprise. Thus, we
believe in whole host of other viable instructional strategies such as
cooperative learning, student decision-making, individualization, and
flexibility ahd variety in activities (role play, simulation, field

p

" trips, etc.) | |

And, as the results come in from all 'over the country where
attempts to rep11cate effective schooling are taking p1ace, the
champions of school effectiveness are adding new variables (11ke those
above)‘te their original 11;t§ of half a dozen or SO "principles.” In
. other words, they are discovering that not all the original
“principies" need to be-in place for "affective" schools and there
exist a host of other variable that may or may not contribute to

effectivenessl The irony, of course, is that as these 1ists grow into

13



ec]eétic compendiums of the most touted pedagogical practices, they
1nev1tab1} include "empirically" contradictory recommendations. An
example is the comprehensive 1list given by Mackenzie (1983). Here‘Qe
find in the same array of Aimensions Of effgctive schooling, the
principles of academically-engaged learning time, content coverage,-
and formative testing on the one hand and, on the other, things such
as cooperative learning, group interaction, and persoha] interaction
between teacher and students. The time-on-task literature,
concentrating solely on achievemeht outcomes, has oftén found negative
correlations betweén these two clusters of 1nsructiona1.pract1ces.3
Obviously, it is not a right-wrong/either-or issue; it's an issue of
enfightened and creative combining of multiple strategjesvto achieve a
variety of schooling goals.
- - '
Thus, we conclude that the school effectiveness model is
1nadequ$te for conceptualizing and identifying empirically many of the
features of schooling that could inform school improvement efforts.
To be éure, it is nicé to know that organizational constructs like
"principal leadership” and affective constructs like "climate of high
expectations" can be expected gb relate to at least one kind of méthod'
of assessing student achievement. But even if ;hey didn't, these and:
the other principles of effectiveness (e.g.;‘dfséip1in¢) have been

perennial concerns of administrators, téachers, parents and students,

3 Karweit's {1983) review of the time-on-task literature identifies
several factors that cail into question the relation of time,
achievement, and instructional organization.

-17-
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and thus they would become likely contents of a comprehensive

information system.

Classroom Learning Models

This may be somewhat of a misnomer for this section since the
most‘uséful of these models wisely include important variables at the
school and community levels of the schod]ing enterprise as well.
Nevertheless, their focus is on the teaching-learnihg context and
activities in the classroom and the 1nd1catofs bf student learning
outcomes of this process. Although there is considerable variety
among these various modefs, they tend, generally, to have either a
psycho]ogica]/socio]ogica] orientation or an 1nstructiona1/
technolegical orientation or both. In effect, they are all input-

p}ocess-product oriented and take yet another significant step toward

_examining the process of teaching and learning.

One example is Walberg's (1976) psychological characterization of

- the learning environment and the incorporation of .student perceptions

as a primary mediating construct between structural antecedents and
learning outcomes. (See Figufe 2.) A somewhat more soc{ologica] bent
is given £o fhis formulat{on by models such as ﬁoos' (1979) that -
include school and classroom organizational features (e.g.,
cooperative learning versus abi]it& grouping) . (See.Figure 3)

In contrast, the more technical formulations make explicit the
way classroom étructures, and 1ns£ruct10na1 practices are allocated
toward the production of student learning. Brown and Saks (1980,
1983a,'1983b), for example, go\so far as actually specifying the

mathematical production function between one or more instructional

-18-
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Overlap of romework with cutcome measures
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Personality

Student background
{Heredity)
Family environment

Peer environment

Community environment

Teacher characteristics .
Behavior /

immediate outcome
Posttest knowledge
Posttest undersianding
Posttest attitude
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inputs and cne or more 1earning outputs at individual ar group (e.g.,
classroom) levels. Assuming they can be measured, even constructs
such as teacher "tastesh (e.g., different preferences for classrcom
‘management strategiesz can be.inc1uded. Then, ustng methods
essentially borrowed from econometrics, learning curves can be
predicted and optimized. A primary weakness of this approach, of
course, is its reliance on the hope that re1evant schoo1in§ inputs,
outputs and their 1nteractjons can oe identified and measured with
Va]idity as easily as, say,ﬂhnemployment indices and GNP.

A more general and "socio-technica1"'approéch is taken by
Hernischfeger and Wiley (1978 and 1981). First, they recognize at
1eést some of the'$choo1ing context. Second, they'furtner specify
what they argue are the key features of iastructinal technology that
produces student 1earn1ng The1r approach is 1arge1y‘based upon the
earlier (and more primitive) time—on-task modeis advocated by Carroll
(1963) and é]oom,(1973). As in'most c1a$srooﬁ-focus§ed learning
models, student echievement is'wise1y as: essed by instructionally
sen51t1ve (or cr1ter1on referenced) outcome measures. |

The contex*ual emphas1s in the Harn1schfeger -Wiley (H- w) model is
noteworthy both for the wisdom of itsAinclusion but als = its
rather paroch1a. content. In Figure 4, we have included the genera1
H-W (1977) model of student ach1evement and the specific H W (1981)
model where1n the process component is further delineated to reveal
the emphasis on ava11ab1e and active learning time.. These authors
~ wisély recognize that “(a)n exc1us1ve focus on achievement, however

primary.as a pub11c s1gna1_of the failures and successes off..(a)
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First Diagram: Gross Determinants of Pu if Achievement
SOURCE: Harnischfeger & Wiley, 1977

Second Djagram: The Teaching-Learning Process
SOURCE: Harnischfeger & Wiley, 1981
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school- system, is nof sufficiently informative to jmprove that system"
- {1981, p.3). Thus, synthesiiing the features of both models,
Harnischfeger and Wiley include (1) community/student background
characteristics (essentially SES indicators) that give rise to
"educative difficulties,” (2) cgrfjculymvinstitutibnal factors that?
are primari]y gqqi oriented (e.g., academicivsIfV0cationa1 emphases),
and K3) selected structural aspects of.teachfng and learning, namely
those most directly re]ated.to the allocation of learning time (e.g.,
groué}ng, sequencing, pacing, evaluating, etc.).

lHorevera after noting the limited information-value of
achievement outcomes, H-W go on to make épecifﬁc selections of process.
constructs based entirely Qn'thefr relationship with a proxy (i.e., '
time) for achievement outcomes. Entire contéxt domains are therefore
excluded; for examp]é, the psyéhosocia], perceptual realms of students
(e.g., classroom 1earnin§ environment) and teaéhers (e.g.,
organizational work environment). In fact, tliis 1§tter
component--organizational climate, teacher beliefs, work ;atisfaction,
eté.--ié typically missing from most outcome-bound!hodejs. Yet the
work environment (structural, behavioral and perceptual) can be seen
as permeating these models and serving as an antecedent, mediating
mechanism, and cpnsequent of a continuihg educative process embedded 1

in the school's social ecolocgy.

Systems Theory Models

We note the systems approach here more for its conceptual
orien;atioﬁ than for any specific model! that could be diagramed as in

the previous figures. Systems theory appeals to the rational, linear

~
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and analytic dispositions in most of us, especially in an age of
increasing promise for technological solutions to human problems. In
a sense, systems theory is the logical conclusion of rational,
outcome-bound conceptions. The compiexity of the wﬁo]e (i.e., the
system) is duly acknowledged and then broken up into its relevant,
interacting components. These compénents achieve relevancy through
their explicit cohnections with the expected products of the system.
Each component is systematically analyzed in terms of its contribution
to the whole, decision-making needs, information needs, etc.
Weaknesses' are isentified and products are evaluated in a continuous
feedback (or cybernetic) process.

As Oettinger (1969, p. 55) points out, there are "at least three
conqitions that must be satisfied for the systems approach to be more
than an apt metaphor:

1. The sysfem being studied must be independent endugh of the
systems which combine with it to form a suprasystem for
interactions among these systems to be either
satisfactorily accounted for or else ignored without dire

¢consequences.

2. The system being studied must be one for which
well-developed and proved research and design toois exist.

3. When designing a system, we must know explicitly what it is
- for." :

Many organizations (primarily industrial) can operationalize these

conditions and profit froh systems analysis. Schools can't even come

close to this, especially in relation tc the third condition above.
Consider, for example, a brewing company. Given the few

~

contingencies around inter-factory management, locational requirements
-24-
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(e.g., easy access to ingredients), and so forth, the system can be
easily circumscribed at the factory ilevel. Given doilar profit as the
primary 6rganizationa1 goal, a number of intervening outéomes are
evident (e.g., product volume, quality and consistency, -efficient
delivery mechanisms, etc.). A]tﬁ%ugh many and complex, the relevant

system components are readily visible (e.g., management and staffing,

‘
/

machinery and equipment, trafning, ingredjénfs, public relations and
marketing, etc.). When something goes wrong (e.g., loosely capped
bottles, bad tasting brews, delivery schedule fou1;ups), the machine
~and/or human er?ors can be adequately traced and corrected (e.g.,

repairs, new technology, retraining, firing and rehiring).

Now, consider a schooi. No, perhaps we better consider schools
within their district. Cohe to think of ﬁt; we better include the -

, school community confext and even the 1oca1/state governance

stfuctures. But this is too comp]icated.‘ Maybe we can focus Jjust on‘
students within their classroomé. Except we probably ought .to take

into account teams and/or pods at elementary ]eve]s and departments at

-~
~

.secondaryilevels. Actually, we better take into account as much bf
the interactive, multilevej_nature Qf the schob]ing'entefprise as
possfb]e.4

But what components of the “total” system do wé focus in on?
MpreoVer, what are our most important products? Cer%ainly student

learning is one of them, but learning what and measured how?--

4 See Barr and lireeben (1983) for an insightful- examination of the
multilevel nature of how schooling in beginning reading operates.
Obviously, the process becomes even-more complex as one ‘expands the -
goals of schooling, the school organization and so forth (see Burstein
(1983). B




"\'

standardized tests of basic skills? State/disfrict
criterion-referenced tests? Teacher-made tests related to what goes
on in class? Profile of mastery learning progress 5ccumu1ated over
time per individual student? While we're at it, we had better figure
out how to measure some of .the other goals emphasized in all
state/district curriculum guides, j.e., the personal, sociaf, and
vocational functions of schooling. In other words, besides preparing
students in the basics, we want youngsters who are creative and
critical thinkers, socially respensible citizens, independent and
sel f-reliant individuals, contributing employers/employees to the
productive work-force, and so'forth.

Getting back now to the comhonents of the system, which of these
"products" guide our conception? Different outcome foci could lead to
different component identification. An interactive, multivariate

N
perspective_on outcomes could yield yet a different component

B configuration. And this cou]d all change in different ways along the

13 -year span of elementary and secondary schooling, especially as the
antecedent-proceés-consequent distinctions between variables become
jncreasingly blurred. But we are complicating things again. Surely
components such as community press, district po]icies/resoﬁrces,
s&hoo] goals, student and teacher characteristics, instructional
practices; and organizatinal and classroom learning env1ronments to
name a few, are important.

It woﬁ]d be a courageous systems &analyst indeed who would brave
this terrain. The more timid typically carve out a manageable

sub-system and justfy its components through their association with a

-26-
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narrow selection of poiitically defensible outcome criteria (usually

f achievement test scores). Thus, we are back to where we started. Any
of Figures 1-4 }epresent this way out. We cbu]d combine these
approaches 1nto a more comprehensive model that properly recognizes
more features of the system but that would remain, neverthe]ess;
outcome-bound.

To summarize, outcome-bound approaches fall short primarily on
two accounts: (1) the price of admittance of various types of
information to the system is often based upon the wrong currency and
(2) the process;of identifying and incorporating information intc the
working know]edge5 of those who need it becomes subverted. We believe
that these problems are largely overcome when a cultural/ecological
perspectjvé is taken and the total conception is re]eased from a

preoccupation with outcome criteria.

T We use this slightly edited definition of working knowledge provided
by Kennedy (1982, pp. 1-2):

"Working knowledge is the organized body of knowledge that
...[peoplel...use spontanecusly and routinely in the context of
their work. It includes the entire array of beliefs,
assumptions, interests, and experiences that influence the
‘behavior of individuals at work. It also includes social science
knowledge. The term working, as used here, -has two meanings.
First, it means that this is a special domain of knowledge that
is relevant to one's job. . Second, it means that the knowledge
jtself is tentative, subject to change as the worker_encounters
new situations or new evidence. Although...[workers]...may
prepare for particular decisive events by studying relevant
social science evicence, they must still depend on their working
knowledge for the majority of situations they.encounter. Working
knowledge often has a greater cumulative influence on policies
and practices than does the evidence that is specifically brought
to formal decision points.”
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AN OUTCOME-FREE APPROACH:

IMPLICATIONS FOR SCHOOL-BASED INQUIRY

What will be discussed in this sectiom is not a model so much as
, N

it is a conceptual orientation of schooiing--a perspective that does
not readily lend itself to being "boxed and arrowed" in a path
diagram. Instead,,wg present here whatlmight be termed an
attitude--or, to be more scholarly, an episgomo]ogy--regarding thé
identification and use of informatien in a-formative inquiry process
in an organizational setting fhat is best understood as a cultural
ecology. First, a brief discussion of the notion of schools as
cultural ecologies will be presentgd. Second, the implications of
this view for inquiry and the uselof information will be discussed.
Finally, the reasoﬁs for our ﬁgsrs on school-based (versus

district-based) inquiry will be made explicit.

Schools as Cultural Ecologies

The idea or image of schools as cultures and/or ecosystems is not
new. Our view here is jnf]uenced'heavi]y by many writers in the
general area of the sociology of education. Just a few examples are:
Waller (1932); Barker and Gump (1964); Sarason (1971 and 1982);
Goodlad {1975); and Bronfenbrenner (1976). What we attempt to do here
is synthesizé these notions into a conception of schooling that (a) is
dn]eashed from any barticu]ér cutcome indicator, (b) suggests an array
of relevant information, and (c) suggests the form of 1nquiry likely
to be usefu]cfor understanding and school improvement.

By considering a school as a cultural ecology, we mean the

following: Schools are organizational settings where the circumstances
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of, and activities in, the settihg interact with one another and with
the meanings that people-infer from, and bring to bear on, the:
setting. Moreover, significant chanées or pressures introduced in one
part of the‘setting will have repqrcussions throughout the setting.

The reciprocal relationships between circumstances, activities and

meanings are dynamic, yet se]ffpreserving; that is, people are in a

continual process of trying to make sense of, engage in, and/oé adapt
to structures and behaViors, iﬁ a milieu of feelings, attitudes,
beliefs, and values, such that the sétting as a{who]e is perceived .a
ostensibly viable.

We take the circumstances of schooling to constitute the whole

array of structufes, situations and physical features in the school
setting--the "givens" at any point in time. Circumstantial variables
are gg}_exc]usive1y exogeneous variables; sohe are more amenable to
change than 6thers. In fact, the exogenous-endogenous distinction ié
another in the list of false dichotomies eschewed by the outcome-free
perspective. Age and conditions of the school facflity; community '
demography; size of schoo{; teacher-student ratio; teacher turnover;
student transiency; duration of current pr1nc1pa1sh1p, daily schedule
(e.qg., per1od-structure) curr1cu1um tracking p011cy, materials and
resodrces; teacher demqgraphy; efc.--phese are just a few of the
circumstances that vary from school to school.

The activities are the beﬁaviors and processes that constitute
the practice of 'schooling. These are essentially the activity
components of the commonplaces referred to previously in the

Introduction, e.g., instructional practices, learning activities,

. -30-
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i,
decision-making, communication, evaluation, etc., at all levels of the
schooling process. Activities are ongoing, dynsmic, and quite
amenable to change.

Thus, the setting can be characterized, and things happen in it.

Using the ter& loosely, we might refer to the circumstances as the
"factual" data, data that, if systematically recorded, could be
determined through docdment and archival review. Again, 1oqse1y used,
the term "observational" describes the activity &ata although we would
admit to this domain of information the perceptions of what goes on
not only of “obsérvers" but of all participants in the setting.

But there is still an extensive realm of information not captured
by just the circumstances and activities of the setting. This rea]m,
loosely speaking, is the "phenomenology" of the setting or the
meanings that people infer from, and bring to bear upon, the setting.
Once sizeable chunk of this domain is the constellation of

orientations, ie., .sentiments.(feelings), opinions, attitudes, beliefs

and values, that interact with the circumstances and activities of
schooling. For example, certain administration-to-staff commﬁnication
mechanisms hay be in place but will interact with teachers' attitudes
tbward and beliefs regarding authority (e.g., principals have F
'1egit1hate power by decree versus by demonstrated leadership).
Classroom management techniques may depend upon beliefs like "%he
student should be seen and not heard" versus a more egalitarian stance

in regard to student part1c1pat1on. The allocation of teaching -

resources to different content areas at a secondary school w111 depend
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upon opinions regarding the most jmportant function of schoo]iﬁg
(e.g., academic versus vocational). And so on, ad infinitum.

To dispell yet another‘fa1se dichotomy, we are not referring here
to the “affect{veé rea]& of data; both cognitive and affective
components exist in attitydes, beliefs, feelings, etc. (See Eisner,
1982.) These are a11r1nd1cators of information that people can use to
extract meaning out of their work place, learning place, and so on.
But there are other crucial indicators by which we attach meaning to
the events and circumstances of schooling. Ohe is a means by which we
attach meaning to the teaching-1earn1ng act. We sample a domain of
tasks that we believe to definé learning objectives, and then we
appraise students' performance on this sample af tasks--we call this
an achievement test. Of course there are crucial differences in
approaches to constructing and using acﬁfevement tests, but these need
not concern ué here. The point is that such performance measures are
yet just one more class of indicators (with both "cognitive" and
"affective" components) by which educational meaning is construed.

We see these realms--circumstances, ac*ivities, and meanings--and
the jnformation they represent as operationa1izing the
cultural/ecological céﬁception of schooling. This conception is
outcome-free in the sense that no one particular piece of information
is accorded supreme status by which the validity of other information
is judgéd. As suggested by the schematic in Figure 5, circumstances,
acEl;jties and meanings interact reciprocally and continuously over
time. Although we have focussed our examples ﬁrimar11y at the

building level, our conception is easily exténded_by 1nc1udihg, for
-32s
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example, social/political/economic contextual circumstances,
state/district/.ommunity activities, and the meanings that additional
people (e.g., politicians, district staff, parents, other communi ty
members) bring to bear on the total setting.

Inquiry and the Role of Information

What makes the various conceptions of schooling work? How do
they become functional or practical? These questions do not have
"answers” so much as they have "orientations” that grow df%ect]y out
of the specific schooling conception.

Outcome-bound models, featuring inputs and'ouyputs, processes and
products, or other "antecedent-mediator-consequent” mechanisms, rely
. upon analytical associations between constructs of the modé]s to!”
suggest targets for improvement.efforts. Preferably, constructs are
operationalized, quantitatively measured, and statistically predictive
and hopefully rep1{cab1e relationships are determined. The ultimate
goal is_tb obtain functional equations betweén inputs, processes and
outcomes such that the outcome effects due to input and process
manipulations are prédictab]e.

qulowing tﬁebperspective of oétcome-bouna models, the process of
change and school 1mprovemenf is noQ'fa1r1y straightforward. Conduct
. a needs assessment faShioned after the particular componentd of the
process-product model guiding the conception. Identify the weak
links, e.g., 1neffect1ve principal-to-staff communication, classroom
management problems, not enough instructional time, decreasing teacher
quaTi;y, poor reading curricu]um; Snd so forth. Infuse the system
wifh the best that educa;iona]-techno]ogy‘aqd/or policy analysis has

-34-
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to offer, e.g., administrative leadership workshops, workshops on
clinical teaching, lengthening the scﬁoo] year, merit pay for
exceptional teachers, adoption of ARS's newest reading materials kit,
and so forth. Finally, evaluate your efforts by 1ooking'f0r changes
in outcome performance. In effect, the elements of schooling are held
together by an ana]jtica] model that suggests the targets for
. technological or policy intervention. ?

An outcome-free cbnception suggests quite a different orientation
‘regarding school 1mproVement. It suggests an inquiry ratner than an
analytical stance. What holds the components of the
cultural/econlogical image together, for example, is a process by which

the circumstances, activities, and meanings come to be understood and

acted upon by people to whom it is relevant (see Figure 6). This

process which we have labelled critical inquiry,6 is formativel and

‘thus serves as a definition of what we mean by school renewal..

Thus, if there are any mediating processes or connecting “paths" o
between the constructs of the cultural/ecological éonception, it is
fhe process of inquiry and schooi renewal itself.- It is people
actively and continuously engéged in the systematic and rigorous
deliberation over any and all informatinn seen to be potentially
re]evént to school improvement. To be more concrete, we will repeat

in this report oanly the skeletal features of criticai inquiry. 7

& The theory and practice of critical inquiry has been discussed
extensively in the 1982 Deliverable for Systemic Eva1uat1on. See also
Sirotnik and Oakes (1983).

7 The following passages are taken with some mod1f1cation from Oakes
and Sirotnjk (1983)..
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A Continuing Process.
Over Time :

Figure 6

The Cultural/Ecological Image
of the Renewing School
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We use the phrase “critical inquiry" to dénote an .
epistemo]ogiga]}y valid basis upon which Qe (15 acknoy]edge critique
as a legitimate method of inquiry, (2) acknowledge values and beliefs
as an unavoidable medium through which fnquiry is.conducted, and (3j
propose an‘inquiryvapproach, drivgn by a critical theoretical stance,
that embraces. appropriate information gathered through naturalistic
and empirical analytic methods.

How is this working synthesis of inquiry'perspectives‘re1evant
fdr educational inquiry and school renewz"? Fir§ti as logical
empiricists, we can vbtain a tentative description of those features
of the school :context that we see as crucial and are willing, for the
sake of measurément, to separate conceptually and to operationalize
via survey, questionnaire, test, structured ihterview, observation
schedu]e;&or any other standardized method of data collection. We are
adopting, here, a very pragmatic stance, based upon a belief, rooted
in .experience, in the heuristic potential.bf data gathered in this
fashion, so long as they are reasonably re]i;b1e and valid (according
to traditional cahons) and ﬁot over-interpreted unde} the guise of
scientism. Our belief in the heuristic potential of this kind of
information as the empirical "data-base" of a ééhooi, i}e., its
ability to enrich the experiential basis for interpretation,,

understanding and normative critique, requires an exploratory stance
on data.analysis and.interprétation.

{ The payoff of the eﬁpirica] analytic perspective is the serving
up of a continuing'common base oflexglicit descr{ptive'matérial'whitﬁ
can serve as a catalyst for further inquiry. While some of the
fnformation may be alfeady known to all 6f the participants, anﬁlmuch

-37- ' .
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of it known to some of the participants, a considerable portion of the
information will be new to many. The discovery of apparent

relationships among contextual elements should provide fresh insight

“to all participants about "the way things are" and stimulate moving to

the next level of inquiry, i.e., enlightment--making public the

private frames of reference.

Emp]oying.nétnralistit_methodo1ogy for the interpretation of
phenomena pnovides a depth'of understanding not permitted bygthe mone
positivist methodologiés. This secbnd approach permits adding the
texture of individual meanings to the description of the context.
Go{ng beyond the "facts" yielded by the data collected in the
.empinical-anaiytic mode, this approach adds a sense of the whele in
termé of how human beings witnin the context experience that context.
In other words, this methodo]ogica] persbeptive attempts an
interpnetive understanding of the circumstance, activities, and
meanings that make up the school setting.

Interpretafions can be made from data collected by tréined
observers and‘interviewers as is typitally done in qualitative
researcn. Equally appropriate, however, would be the understandings

elicited through reflection on and interpretation of circumstances,

activities and meanings by the people in the school themselves. This

tion by individuals in the:setfing could be
expected to add new dimensions of information not- permitted by the
conventional data collectiorn process. - These dimensions are not
predetermined but emerge during the process of inquiry and include the

valuing of “he eiperience under scrutiny, making judgments about the

intrinsic worth of phenomena and assessing their importance in

4
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relation . to other ends. Importantly, since statements made during
- such-a process would be supported by reasons, the partjcipants"bases
;fof making decisions, their underlying assumptions and Be]ief systems,
can become explicit and subjéct to sérﬁtiny as well.

Fina]]y,>the third approach places knowledge gained about the
school setting wifhinvits social - and historica]-éontext. Building on
the "facts" 'and the'persona1 understandings that”are gathered, the
critical process offers.methods by which the social and political
meanings of school events can be understood. Furthermore, norms for
assessing these events and guiding fufure practice are embedded in
critical methodology, providing a fundamental critérion'fqp the
direction of improvement and change. In these ways critical inquiry
makes possible a'much fuller consideration of the implications of what
is done 1in schoo]s.v Those in schools can gain insight into why
particular practices came into being and how human %nterests are
served by them.

The methédo]oéy of critical reflection demands that participants
attend to how éducationa] structures, confent, and processes are
1inked to the socjal and political forces inside the setting and to
the larger social, political, and economic contéxt in whichlthe school '
is situated. Such questions as "What are the effects on particibants
of things being organizéd the way they are?" and "Who benefits from
these organizational pafterns?" force thé examination of both the
manifest and latent conseguences of educatiqra] practice[v'By bringing
these relationships to the surface, educational bractitioners can

- become aware that patterns of events and their explanations are not

merely common sense, neutral, or begin, but grow out of and, in turn,
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affect particular ideological interests. Thus, language and more
importantly, the competent use of 1énguage in social discourse, for
example, is . indispensible to doing critical inquiry. By this we do
not mean grammatical or syntactical competence. We are referring,
rather, to the ingredients necessary to approach a mutual sharing of
understanding, trust, and aétive engagement in the process of change.
‘To summarize this crucial aspect of critical inquiry is beyond the
scope of this report. Again, the reader is referred to the material
~cited in footnote 6.

K In summary, joing critical inquiry cen be likened to wearing
three hats at the same time: (})'oné hat representing critical
inquiry and a dedication to explanation and understanding only within
a normative perspectfve that maintains an continued dialectic between
schooling practices and human 1nterests, (2) one hat representing

natura]1st1c/1nterpret1ve inquiry and a dedication to understand1ng

the conditions of schooling in terms of historical and current school
events and peoples' experiences of those events; and (3) one hat

representing empirical analytic inquiry and a dedication to the

usefulness of déscriptive-(Survey-type), experimental, and/or
quasi-experimenfa] methodologies to yield information of potenfia]
value not only to pedagogicé] improvement but also to furthering
understanding and normative critique.

Clearly, thisgthree-pronged orientation toward inquiry is as
compatible with-the cultural/ecological conception of schooling as it

is incompatible with an analytically driven, input-process-output or
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"factory" model of schooling. The bulk of this report is focused on
the second two "hats" and, in particular, on the survey, interview,
observational and document/archival sources of information that feed

into the total critical inquiry process.

The Focus of Schoel Improvement and Change: District Yersus School

Jne importunt issue that has remained implicit in the discussion
thuys far needg to be addressed in the context of the way schools and
‘schooling are currently organized. Schools do not exist in an
organizational vacuum as separately managed, fjsca]]y indenendent
entities.

Ordinarily, schools are organized into districts thaf are staffed
by numerous professionals reflecting mény responsibilities:
supefinténdants, a;sistant superintendants, directors of research,
evaluation, curriculum, etc., contgnt specialists, special education
staff, in-service training staff, and so forth. Authority structures
between schools and districts with respect to such matters as
personnel, budget and expenditures, resource allocation, curriculum
and instruction, <nd evaluation are génerally explicit. . Although
lines of authority become more flexible as districts structures range
from centralized to decentralized, they never disappear.

District support--in spirit as well as substance--is crucial to
school improvement and change; and, therefore, many who view school
improvement see the point of focus as the district. For reasons of
management authority, resource a110cat1on technical expert1se and
planning and follow through efficiency, to name Just a few, the

district is viewed as the primary vehicle for initiating,

-41-
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legitimating, planning, implementing, and sustainiﬁg programs of
school improvement. In our attempt to ascertain the current
"state-of-the-art" of school information systems (see next chapter),
it never occurred to us to sample schools. Instead; we sampled
districts, assuming :that school information Ssystems éf the type we
were looking for would invariably exist orly insofar as districts
would have designed and supported them.

Yet we take a very different view on the fundamenta] issue--we
see the school as the primary focal point for bringing about
improvement and change. This should not be surprising given thé
foregoing discussions on schools as cultural ecologies, the importance
of inquiry and school renewal, and the role of information in staff
planning and development. Notwithstanding the powér of districts to
"make or break" school improvement efforts, tﬁe day-to-day action is
in schools and classrooms, not district offices. Ultimately, teachers
have the power to "make or break" the improvement effort.

This leads back to the recurrent theme of this report. Top-down,
intervention strategies for bringing about and sustaining school

y

change seldom work. Using the same time and people in a collaborative
improvement project with trese persons who are to be affected
professionally on a daily basis is & sensib]e.and effective straﬂegy.
The Rand studies (Berman and McLaughlin, 1975) and the IDEA studies
(Behtzen, 1974 and Goodlad, 1975) referenced above, and the whole body
of studies under the rubric of "collaborative research” (see the

review by Ward and Tikunoff, 1982) all converge to essentially the
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same conclusion--school staffs must be conscious agents of their own
change efforts. It is rare, indeed, that a diverse array of social
science investigations can arrive at such Fonsensus.

Thus, we argue both that the school is the focus of change and
that district collaboration and support is a necessary--but not
sufficient--ingredient in the effort. The implications for systemic
evaluation and the role of information follow directly from this
position. Top-down perceptions of the kinds of data relevant for
schocls are likely to miss the targets of need for school-based
improvement. On the other hand, bottom-up perceptions of the kinds of
data relevant for schools are likely to provide much information that
is useful at the district level as wellﬂ To be sure, there may
specific data thaf districts need fhat do not readily emerge from a
school-based improvement perspective. The political realities around
tpe need for standardized test scores is one prime example. But we
sdspect that the subset of daEg needs exclusive only to districts
represents a relatively ssz{‘fraction of the information domain that
can be relevant to both schools and districts. The Venn-diagrams in
Figure 7 are offered as heuristics for helping to érysta]ize these
distinctions.

Having made: these contrasts, it will now be useful to place our
perspective in the context of some current "systemic evaluation”

practices as we found them in the districts sampled for this study.
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Figure 7
The Consequences for Infdrmation Systems

Derived From District-Focused Versus
School-Focused Improvement Effoxts

District-Focused:

Infqrmation needs
in common

District- SChOO]
generated information
information needs

School-Focused:

School-generated
information
system

School
information
needs

District
information
needs

Information needs
in common
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APPROACHES TO ASSESSMENT SYSTEMS

- What we wi]]lrev{ew here is by no means based upon a
comprehensive survey of practices with nation-wide generalizability.
R;ther, we have chosen a nurposive sample of districts with
consideréble variation in such factors as size, community demography,
and geogfaphic location. A primary consideration in this ﬁhoice was
the availability of fairly comprehensive 1hfbrmation already archived
on these particular districts, In effect, we have piggy-backed on the.
ongoing CSE Practices Program and Bank's and William's (1980 and 1981)
case studies 6f the ways in which districts go about 1inking up
testing and evaluation information to instructional 1mpr6vement.

In keeping with their focus on student academic learning, Bank
and Williams concentrated on achievement peffovmance and how districts
tend tp (or tend not to) hook ﬁp the evajuative cowponents of test
data to classroom processes. Our focus in exploring these districtg'
practices was not on performance measures per sé and specific linking
mechanisms. TO be sure, we include achievement a7 .essment as part of
systemic evaluation. But every districi irclu: 3 norm and/or
criterion-referenced assessment of (some sor: or another. We wanted to
see what (if any) additional inforjnation was formaily collected and
how it was formally disseminated. §We also attémptéd to ascertain (or,
at least infer) why information heyond achievement outcomes was
collected and, in particular, lffany systematic use was being made of
this jnformation in am arttgy(;ted school 1mprovement/chénge.

Briefly, our procedure wa5 this:

/
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First, we thoroughly explored the contents ‘of each district file

:M accumulated over the course of the 1980 and 1981 years of the Bank and

Williams studies.. This was done‘to familiarize ourselves with the
qua]ity of the information collected--its breadth, depth and
consistency from one district to the ﬁext--keeping in hind that the
1nf0rmat10ﬁmgés coiiected for reasons different from our.

Second, based upon wha£ was found in this initial_exploration and
our purposes for this project, a more: specific screening device was
formulated such that the specific information we were looking for
could be identified and located, flagged gé missing,:br noted as
needing further clarification. This scfeening device took shape over
the course of the severa} months during which district materials Qere
reviewed. Eventually, the form was used both for cataloging existing
information in three general c1assif1cafions (demographics/archiva],.
achievement. affect/attitude) and éor structuring subsequent fo]]owuﬁv
interviews.

Finally, we attemved to update and comp]etevthe district files
for the purpases of our project. First, we revieyed in depth the .
celected infarmation form each district that was relevant to systemic
evaluation practice 25 we have defined and discussed it.. Second, we
determinéd what additional information was needed from each district
to fi1l in gaps and augment or c]arify our understanding gleaned from
the files. Third, we conducted in-depth telephone interviews with the
research and evaluation directors (or the equivalent) at each district

(except one), verifying existing information and our interpretations
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of it, and requesting the additional information needed. Besides the
specific information-seeking tasks structured for each district, these
four overarching queries guided the interviews:

* What information is collected from schools beyond the usual
achievement test scores?
How and in what form is the information. disseminated?
Why is the information collected?
How does the whole process of collecting and disseminating
1nf0rmat16n fit into a policy concerning change and‘school
improvement?
Clearly, this was not necessarili the order in which the queriesl
were posed. However, they are roughly in order of least to most in
terms of how much 1nference we needed to make to come to any
conclusions regaréing district practices. The closer you get to-
questions of why data are gollected and how they are used, the further

away from closure on whatf in fact, goes on.

An important distinction to make clear at this point is between

~

the terms "formal” and "informal" as we use them to characterize
district and school systemic evaluation practices. Countless numbers
of activities go on every day in organizations such as districts and
schools that are rightly classified as'information gathering, use and
dissemination practicesf An assistant superintendent may ask a
principal to do an ethnicity survey, report the results of a board
discussion to his/her staff, and so forth. These kinds of infcrmal

processes are important data processing functions occurring in the
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everyday work places of districts and schools. We did not.intend to
conduct the kind of ethnographic study necessary to capture and
understand these processes. |

On the other hand, we expected that a signif%cant commitment to
systematic and comprehensive information collection, use and
dissemination would be manifested, at least in part, in extensive_’
documentation including some written rationale or position papers on
how the syétem is intended for use in schoo]nimprovement efforts.
However, we had no expectation as to the truth of the converse of this
pr0position; viz., that the existence of this kind of formal
documentation (communicated either in written or verbal forms)
.necesseeily implied a significant commitment to systeﬁic evaluation.
Again, evidence for the latter could only come from extended case
study methods.

It is unlikely, however; that the kind of full-blown systemic
evaluation conception we are directing here has been developed and is
operating anywhere. Moreover, the kind of change and inmnovation
process necessary to bring such a system into practice is more likely
to resemble the kind of collaborative research and inquiry paradigms
we have discussed extensively in eur prior reports rather than the
typical interventionist paradigms currently enjoying l1imited
successes.

Thus, our mission here was primarily te survey what significant
people in the system thought ought to Go on in the name of
comprehensive information collection, use and dissemination and had
given enough time and thought to jt to at least operationalize it on
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paper, i.e., surveys, interviews, reports, position papers, guide
books, etc. What we present next is our impressions of these
materials and of our interview data and our inferences regarding‘the
! districts' approaches to systemic evaluation. ‘After feviewing the

practices in these districts, we will revisit the corceptions of
schooling and explora the 5mp11cations for an operating systemic
éva]uation or comprehensive information system. |
Scope |

In Appendix C we provide short descriptions of the information
collection practices of the seven districtg. The accounts differ in
length and in emphasis in part because of_the amount of 1nform$ticn we
were able to amass through our direct contacts with district R & E
personnel’. Also, we have tried to coﬁcentrate more on the
non-achievement data which better reflects that diversity in what is
coliected. As a consequence the descriptions for some districts are
shorter because of limited collection of non-achievement information.

The information cb]]ection praétices o% the seven districts are
summarized in Table 1. Several general features of the practices are
evident. All districts are'heav11y involved in both norm-referenced
and criterion referenced achievement testing. In most cases the
norm-referenceq teéfs serve as mdﬁitoring devices to indicate how the
school as a whole is doing and to: feed back to parents‘§nd teachers
information about individual student perfdormance. These data are aiso
used to hjgh]ight general areas of weaknesses which can be thén be
elaborated and clarified by available criterion referenced

information. Criterion referenced test data are viewed as more
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TABLE 1
Qutline of District Information

Collection Practices
(E = Elementary Level; S = Secondary Level)

DISTRICT
Type of : ‘ Shelter Crescent jBorder-
Data Bayview §Stilton .|jGrove Northtownj0ldville |City town
| elos el s{el s tel stels el s PELS
Acﬁievement Testiné:

Norm Referenced X X X X b4 X X X X X X X X
Criterion Re ferenced|} X X | X X X X X X X X X X X
Survey Questionnaire ) ‘

Teachers - X | X | X X x| ox L x| x

Administrators _ \ ' X X | X
Students _ X X | X » X X
Parents X X X X X X X

:
Demographics/
Archival:
eg. Attendance X | X ,; x Lox bl x x| x
Budget X | X 1 x| x X | X
Drop-out X _ X
| Enrollment X | X X | x P x| x| xi{ x x| X
Mobility X X ¢ X X X X
Truancy X | X ' ‘
Racial X |X ‘ xLox bxl x x| x P x| x.
Compositiony !
SES | % ! | \jj x| x| | X | X
I
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pertinent to judgment of the specific competencfes of students within
the framework of the district's subject matter continua.

The collection of demographit/aﬁchiva1 data is more uheven and
much 1e$s consistent once the guestion of its useﬁis consid?redf
Virtually all districts keep track of'sch001-1eve1 racial cbmposition,
mobility, enrollment and attendance\data. Typically this information
js used primarily for district-level purposes, mostly for monitoring
trends and in the case of ethnicity and mobility, to take school
composition into account in judging the quality of school's achieve-
ment.

There is substantial diversity in the use of regular Surveys of
various school constituencies. Two districts reported no routine
collection in this area while two others survey all four constituen-
cies {(teachers, administrators, students, parents) annually. Survey
data are mo;t 1ikely to be collected from teachers and least 1ike1y‘
from administrators. There is some indication that the informaticn
gathered is intended to assist school principals with needs assessment
as in virtually all cases principals seem;to be the prime recipients

: /

of feedback from these surveys. Almost al?-districts also engage in
special targeted surveys intended for other audiénces (school board,
state agencies and federal) as part of program evaluation activities.
One district which makes no other major use of survey questionnairés
does Ttonduct Gallup-type poi]s of the community about their generai
view toward the schools and specific brogram components. This
activity apparently serves as a means of keeping the board in touch

with community sentiment.

-51-



Emphasis : o

That achievement data dominate the informatin collection in
districts and that demographic/archiva] and survey iatormation are
viewed Ss pertinent to fewer levels of the school system shoﬁ]d not be
too suprising. The technology of achievemeni testing, the perceived
functions of test data. its direct linkage to instructional content,
and the prevailing conventions on reporting such 1nformat%on (and to
whom) aré;he11-estab1ished (even if sometimes misguided). Beside;
it's simbly harder to decide what type of survey information is
1mpoftant, hoﬁ to best obtain it and once obtained, how to use %t in
the rénewal process. ‘Also such information }s perceived as less valid
and reliable and less directly connected to the generally perceived
target of school renewal.

when one examines the nuances of the various information systems,
fhe school districts' o-ientations toward the locus of change and
1hprovement diverge substantially. All diétricts studied se1ggted the
geéneral educational goals for fnstructional improvement efforts. But
locus of décisions about the means by which individual schools
implement change strategies and measure their consequences varied.

Some districts were very directive. vor example in one district
(Crecgnt City), school principals were provided training and an
'accohﬁanying handbook describing a management accountébi]ity system
their §§h001s were expected to implement. District defined "Elements
of School Quaiity" to establish goals for all schocls in the system,

and the Handbook specifies how these elements are to be measured and
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strategies fdr remediation in areas of weakness. At the beginning of
the year, a principal completes a "Plan to Achieve a High Priority
Objective" which includes & statement of the objective in measureable
terms (where it is now and where it will be); steps to be taken
to reach the objective {(what is to be done and whee), measures to be
used to evaluate the degree to which objective has been reached (type
and source of data to be used and terms to be used in reporting
results),.and an eva]uatio; statement {kind, amount and significance
of measured change; in other Qords, the extent to which the objective
was reached). Late 1h the year, the principal is expected to complete
an "Annual School Assessment Report“ identifying for each of the
Elements of School Qua]ity-eva]uative criteria, assessment data
sources used, a summary of findings, evaluative conclusions and
implied principal action for improvement during the next school year.
Instruments for principal observations of teachers, guidéf?ﬁéé;@eg
parent-teacher conferences, and forms for repqrting the results of
parent-teacher conferepces-are other district-developed and prescribed
1nforﬁation coliection practices. There are other information sources
as well (see results for Crescent City in Table 1).

Obviously this district places a high priority on a centrally
- developed and directed information system for managing instruction.
It views information as useful at the district, school, classroom and
individual student levels for 1nstructiona1.p1ann1ng and the R & E
.offices attempts to provide timely and targeted data for
decision~-making at the various levels. The district provided us a
sample of its annual data reporting forms and the annotated listing of

them in Table 2 is informative.



Table 2
senerated Annua: Data Faports for Cresent City School District

1. Elementary Parent Op:nionnaire--Rapori of simple frequencies
of parent responsis to fourt::n items (5-point Likert scale)
on school cl.mate broken down by arade and by school. According
to the R & D office, the resulte .. used for decision making
in improving areas jdentified by parents as requiring

—attention. The form did nnt report trend data but
: obviously this would be use in evaluating the success of
‘ improvement efforts. ‘

2. Enrcllment Stability Report--Information about the continuity
o%F enroliments, transfers and other factors used to describe
the stability of enrollments for specific schools. Once again
trend information is not provided {i.e., one cannct tell from
the report wnether enrclliments are becoming more or less
stable).

3. Proficiency Examination Subject matter Strand .
Analysis--reports the mean Tevel of performance by grade within
3 school. on each strand in the state proficiency test ‘
(objective at the level of “add fractions" and "identifying
main idea"). :

4. Attendance and Enrollment Reports--Monthly reports of ADA
Jntended for district and state purposes broken down by sex at
the kindergarten, 2lementary, and secondary levels with
separate reporting for special education students.

5. School Summary of Proficiency Results--State distributed

. summary of mean, Standard deviation, median, and number and
percent above the passing score level for the school, the
county and the state as a whole.

6. School Roster Report--State distributed 1listing of the
performance, of each 'student in the school on each competency
(strand) with indications of which students fa11 below the
passing level. .

7. District CRT Summary Report--Provides fcr each teacher a
report of the _performance of the class on all areas of the
district-developed CRTs. The information reported for each
objective includes sex distribution of the students taking the
test in this class, the means and quartiles of performence,
percents of students scoring above various percentage cutoffs,
stanaard deviations, and frequency distributions of percent
correct. »

© 8. School Withdrawal Report--Monthly reports of the students at
The secondary level who withdraw from school. The report is
for district use and includes breakdown by sex, age, grade
level, ethnicity, and reasins for withcrawal.

9. Underachiever listing and summary--lists studen.s at a.
specitic grade level in each school who are achieveing below

e = ——_._ability levels ifn reaaing and math. Underachievement
established by -the expected relationship betweer. performance
on an ability test and an achievement test (e.g., students
with 10 score of 100 on the ability test expected -to score in
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10.

Table 2 (cont.)

the 5th stanine on the achievement test) and actual

performance on the achievement test.

Unsatisfactory Progress Report--data provided secondary school

counselors on individual students, about their crade level,
the courses and .instructors where unsatisfactory progress is
evident. No attempt is made to highlight specific course
(e.g., algebra) or specific instructors (e.g., Jones in
Algebra) where an unsatisfactory performance occurs
frequently. The report is strictly targeted to decisions
about students. '



In other districts the means of response to district prescribed
goals is left primarily to personnel in the individual schools. For

example, Bayview district decided that it is important " to use all
evaluation data {n such a way that continuous program improvement is
promoted toward established district goals" and that data from the
annua] state assessment test could be used to help design programs to
promote continuous improvement in acquisition of basic academic
skills. Each school was expected to describe:

> the direction staff intended to take based on their analysis
of the test data
the degree to which staff were able to deal with the
assessment program information éna]ytica]]y/quectively
the degree to which staff were able to deal with the
assessment program information in a healthy, positive way
their test administration procedures (including prior
preparation;
the causes behind low scores in areas of "high degree of
jnstructional emphasis"
The reactions of individual school to the activity was diverse. Some
schools chose to engaged in a detailed analysis of the tect framework,
thgir results and fheif school's curriculum emphases. Others
concentrated on deve10p1qg better staff attitudes toward the testing
out of a belief that they had failed to convey to students the
. importance of pérforming well. In other cases, the test
administration procedures we}e judged t¢ be in need of improvements
while sbme schools were satisfied with present practices and
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performances. One particularly innovative school which emphasized
students learning through a natural environment.and de-emphasized
seatwork chose to reassess its thinking about whether test-like tasks
were a relevant part of students' learning experiences and instituted
modifications to their program to more carefully monitor attainment of
specific skills.

The contrast between the uninformity of school responses to
Crescent City's change efforts and the diversity in Bayview's reflects
the managerial orientations of the two districts more than it dces the
quality of the information provided to inform instructional
improvement; Some districts attempt to carefuliy dictate change
procedures while others specify only general goals and provide
information believed to be of Va]ue. In some cases non-achievement
data collection and reporting ic virtually ignored while others see it
as essential to understanding the circumstances({n which schools
operate. Some districts are conscious of the {nfbrmation
possibilities and needs at all levels of the school systems while
others seek only to inform district level decision-méking. The
technical quality of the data collection and reporting activities
seems to be virtually unrelated to these differences in content and
emphasis in renewal efforts.

Where are differences to be found in the analysis and reporting

of information in instructional improvement efforts other than the

obvious differences in utilization of non-achievement data? While it

is practically impossible to be exhaustive regarding this point, a few

comments are in order.
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1.

Regardless of type of data (achievement, survey questionnaire,
demographic/archival), the standards of quality for collection
of individual pieces of information are uniformly quite high
as judged by the current canons of measurement practice.
Obviously the norm-referenced tests used are only as good as
the work of the teét publisher but districts do appear to be
putting these tests to best use within the -confines of their
resources. Moreover, in almost every case, the
norm-referenced testing i's coupled with criterion-referenced
systems to further pinpoint instructional weaknesses and
efforts to examine the overlap of curriculum and tests
becoming routine. When survey infermation is gathered, the
specffic questions asked are technically of high quality
(i.e., exhibit few obvious flaws such as ambiguity) and appear
to be targeted toward a well-established set of schooling
issues. -

The collection of -survey informati®n by school districts does

»

Py

suffer from several shortcomings. Only rarely is much
attention paid to sampling considerations fi.e., the design of
a specific target sample) and efforts to>ﬁhsure‘reasonab1e

response rate to properly characterize the attitudes and

‘opinions of given school Constituencies are far from ideal.

Moreover, it is unclear that the reporting of such information
is adequate in mos* instances. Non-achijevement information is

seldom routinely built into instructional improvement

efforts. The provision of such data for school building
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_personnel is limited and done infrequently at best. Moreover,

teachers and administrators are even less prepared to
S
\

properly .interpret survey (and observational) information than
they are achievement test data.

3. Reporting and use of information in school districts seldom
focuses on discernible patterns that might arise. Achiévement
data typicaily are reported in the most aggregabie form at the
relevant level (schoq1, district) without much attention to
trends over time, grade levels, subject matters and various
subgroups. Regreyﬁably, many reports of achievement date are
simply a blur'of numters. This problem is mest severe at the
level of the school or classroom and least likely to arise in
d*strict reports to school boards (In fact one of the best
reports of patterns and trends we have seen was Bordertown's
annual descriptive data digest which presents districf-wide
trends over a ten-year period). District personnel need to
develop a better capability to ﬁortray (particula{ly
graphica11y) the information collectad and fo maintain and
update data over time to provjde at least historical context
to chéange efforts.-\ \

\

\,

A case in point is the annual evaluation report for schools
participating %n state and federally fundeq p}ograms in Northtown
district. These repofts contain a vast quantﬁtonf information about.
the functioning of the local school. They 1nc1ude i

{(a) A short déscription of the school, its surrounding communify,.

ethnic and'1inguist1c make-yp, and participation in funded
programs. |
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(b) Four-year school and district demographic trends (minority
percentage, mobility index, enrollment)

(c) An assessment of the school's objéctives including a
statement of the specific objectives in various program
areas, findings specific to tie objectives in various program
areas, and a summary judgment of attainment (complete,
substantial, 1imitéd, none, no data collected). Alsd a . :i—~;~
graphical depiction of the judgments of attainment acroés all
objectives.

(d) Reports of student achievement on district's chosen
standardized achievement test including tgta] reading-and
math for students in specific progfamé (e.qg., T;tle 1) at
each grade level. The reported-iagbkmation includes a
histogram of scores, mean, standard deviation, median, ﬁean
perceﬁtiaTe,wmedian percentile, guarti]e information for both
pretést (previous spring results ) and posttest for each
grade. This inforhation is-presented in 24 separate charts
(pretest and posttest in total feading and tota1 math
sepraately for grades one through six). .

Despite this wealth of information and the efforts to be_as
detailed and clear as possible (thevrepdrt even includes a;g1ossary of
key terminology), it is virtually impossible to” detect tfends'ih
performqnce either across grades or\subject,matters or for ineﬁ

- subgroups such as proportion scoring %n fhe 1owgst quarfi]e across
grades. To make good use of these data would require school site

personneT to rearrange the data themselves. -
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Summary Comments

Our discussion of the information collection andvreporting
practices in the school districts examined is not intended to be
exhaustive. e have tried to éonVey the typical pafterns-wfthout

-uhdue]y singling out théjpositive features of specific efforts to
inform school renewal.” Instead we have concentrafed on the degree to
which districts considér non-achievement data, examine and report
trend data {(over grades, years, subject matters, sub-groups, efc.i,
and monitor and manage the response of 1naiy1dua1 §choois to the
school renewal process. Many of the practices identified are
exemplary by conventional standards for the technoiogy of information
co]]ection;l specific attempts to be responsive to local school and
community conditions are typically well-conceived and contribute to 2
healthy attitude toward the role of information ir instructional
improvement efforts.

At the same‘time, most district efforts display a degree of
orthodoxy that reflects the 1mp1%cit risks of dependence ¢n
comprehensive information systems in the current climate for school
improvement. Rather than being driven by information needs at the
lower levels of the school hiefarchy (the needs of teachers and

school-site administrators), data collection and reporting are clearly

dominated by the concerns at the higher levels (district, state and
federal). Certainly there are legitimate needs and concerns at ail
1évels but there is no reason to expect that the same information

reported in the same manner will be functional in change efforts in

individual schools that have broader monitoring purposes. Nor will
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local school personnel have the same types of technical expertise as
persbnne] in state and federal agencies whose information requirements
have historically dominated local evaluation efforts.

A question worth asking at this point then is whether the
research and evaluation efforts in local districts can be as effective
at responding to the needs and nuances of school-based change efforts
as they have been to information demands of district, state, and

federally dict?ted prograsmatic efforts. While past efforts have been

~directed toward uniformity in collection and reporting practices

across schools and districts, undoubtedly school-based change will
place greater demands on accomodating diversity and flexibility while
still maintaining documentation for informing higher level policies.
Certainly districts have the capability of adapting their policies and
practices to meet local needs. Consider, for example, the success
with which local districts adapted to the demands of the Title I
Evaluation and Reporting System in recent years (see Reisner, Alkin,
Boruch, Linn, & Millman, 1982) after earlier difficulties suggested
that given enough time and resources, high-quality local evé]uation
practices were possible. |

However, it remains to be seen whether the kind of structured
individualization necessary for local school change can be success-
fully fostered by organizations geared toward centralized and uniform
information &énagement and decision making. While newly available

computer technology will help, it is unclear whether R & E personnel

. can be as conscious of the orientation and capabilities of partici-

pants in building level renewal and adapt collection and reporting

systems accordingly.
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A SYSTEMIC EVALUATION SAMPLER: CONTENT AND PROCEDURES

[y . ’

We begin this section on a cautionary note: Don't expect a
neatly packaged set of survey-{nterviewéobservation devices that yod
can iust pick up and use to solve problems in a given district or
school. Consistent with our cu1tuga1 ecological view of ;chco1s and
our commitment to critical inquiryi we have deliberately organized our
sampler in terms of information domzins rather than formatted ana .
ready-to-gc instruments.

The non-interventionist perspective underiying thisAdecision
suggests that information is an adjunct to and a by4pr6duct of a more
in-depth inquiry process; A districtAor school ser%ous]y bent upon
sustained improvemenﬁ and changé efforts will need to involve staff in
the collaborative pursuit of understanding--What goes on in their
school{s)? How did it come to be that way? What are the social,
political and eccnomic -interests that constrain the setting?

Reconciling various phenomeno]bgiéa] views of the setting and
approachihg consensus on problem areas is always the first order of
business. As the dia10gue prbceeds, it becomes evident that much
information is needed--information that can be determined thrdugh
various operational devices (e.g., surveys) or information that is
already available but needs to be organized and disseminated (e.g.,
school records). Only when information is perceived as useful, can

information systems be conceived for use.
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It is at this point that what we offer here can be useful. First
a heuristic framework for circumscribing the commonalities of
schooiing is presented as a point of reference. Notwithstanding the
fact thaﬁ the many commonalities cén (and will) be conceived and
manifested differently in different schools we offer a samp1er of
sur&ey, 1nter91ew and observational 1nstfumentation designed to get at
the circumstances,'activities, and meanings that can be attributed to
these schooling commonplaces. Should a critical inquiry process at a
schoo]vsite lead to any of these commonplaces as target areas for
further study, this instrumentation can serve as a first cut towards
Operationaliiing a systemic evaluation procedure tailored to the needs
of that'school. Items can be used as they are, modified, deleted and
new ones created. Constructé can be suggested, eliminated, or
revised.. We provide much more in our sampler than any'schoo1 would
want and yet have undoubtedly left out some areas of information
crucial for the p&rticu]ar needs of particular schools. In this way,
then, our sampler becomes a stimulus for, rather than a blueprint of,
a comprehensive information system.

Second, we allocate Somé space in this section to the procedures
of data collection where we note some key fssues concerning

instrumentation, data collection in schools and communities, and the

role of computer technology.

Content
In past work (Sirotnik & Burstein, 1983), we have tried to make

an important point using the old saing: "You can't see the
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forest for the trees." This approach will again serve our purpose
here. Perhaps readers will relate to this adage, as we certainly do,
on those occasions when our preoccupation with;deta11s has caused us
to lose sith of the larger picture. But it also works the other way
around. There have been many timés that we have failed to see the
trees for the forest. In our atiempts to grasp the laryger picture we
have lost sight of the important features without which the picture
becomes sorely attenuated.

1t is cur view that the outcome-bound schooling conceptions and

the concomitant studies of school effects and school effectiveness can

’

be {and have been) victimized by both versions of this danger in the
woods. Up until the last half dozen years or so, such étudies tended
to focus exclusively either on macro variables (e.g., resource
a]]ocation) with ostensibly policy-oriented implications or micro
variables (e.g, time on task) with ostensibly instruction-oriented
implications. |
However, recent trends in macro- and micro-analysis (see, for
exampie, Bidwell and Windham, 1980; and Dreeban & Thomas, 1980)
suggest an emerging’awareness that bdth kinds of orientations are
necessary to achieve any practical understanding of educaticnal
prdductivity and schooling in general. Failure to simultaneously take
into account such features as district aécountabiiity pfoceddres,
principal management styles, instructional beliefs Sf teaches,
classroom pedagogical practices, individual student differences in
ability and attitude, parent ;upport structures, and extra-school
learning opportunities--to name just a few variab]es--csn seriously

under-represent the complexity and interactivity of the schooling
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process, thereby precluding even the possibility of détermining any
cause-effect exp]anations@

An outcome-free conception and, particularly, the
cultural-ecological view of schooling suggests both the Targer picture
as well as the myriad of'detai1. For the less hearty, we suppose, ft
is poésib]e that the trauma of this complexity can reacﬁ the point of
paralysis. But this is not a propesal for the weak-hearted. It is
necessary, we think, to be overwhelmed by the breadth and deptk of
potentially useful and interactive information that defines in large
part the phenomenon oflschoo1ing. This reduces the risk of striﬁping
the more paréchia] forays (e.g., time-on-task studies) of their
contextual méaniﬁg (e.g., desired functions of schooling).

Now any attempt to rigcrously map out ;he cultural-ecologica®
terrain of scﬁ;B1jng ic piagued by inconsistencies when forcing
certafn gnformatfpn to fit certain configurations. Nevertheless, when
used’qith tﬁe heuristic intentions behind the schematics in Figures 8
throuéh 11, sﬁch méps can serve to high]ight conceptual,
methodological and. practical imp]ications of different for;ys into the
éducationa] domain. Fﬁgure 9 is a modifjed version of those uéed by
Sirotnik and Oakes {1981b) and Sirotnik and Burstein (1983) te
describe the contextual features of schoo]ing. Originally, the
scherzt < contained only two facets--data sources and data domains(éee
Figure 8). These were used to roughly organize the commonplaces of

schooling of most concern to the research design employed in A Study

cf. Schooli.g. The map'in F%gure 8 {taken from Goodland, Sirotnik &

Overman, 1973) illus=rates this use and still provides some good
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Aruitoxt provided by Eic:

Data Sources

Classroom*
(Teacher/Studenl Interaction)

*Data were collected on this data source through observation For the purposes o!
source. but as part ot tne data collection method. just as questionnaire and/or intervie

SIudeﬁls Toachars

Parents -

7

~ Personal

Data Domains (Examples Only)

Class

School

Séhooﬁng

'; * Demography

| * Reasons for entering edu-

cation profession
e Teaching experience
* Educational beliefs

« Retative amounts of time
spent on instruction, be
havior control, and routines
e U3¢ of behavioral objec-
tives

* Frequency of
lsarning activities

certain

La Relative: importarice of
school functions (social, in-
tellectual, personal, and vo-
cational)

e School ‘climate” or work
environment

¢ Major problems
e Equality  of
(ability, race, sex)

education

e Desegregation

. Fiscal support of pubiic
education

e Teachers unic ™.

« Minimum competency

¢ Role of global education
in the schools

« Demography

« Setf-concept

e Educational aspirations
\

eRelative amounts of time
spent on instruction, be-
havior control, and routines
« Difficulty of class content
s Frequency of certain
tearning activ.ies

* Class “climate”

» Relative importance of
school functions
 Evaluative rating

« Major problems

« Equality of education

+ Adequacy of counseling
services

» Subject-area preferences

¢ Desegregation
* Role of job exgerience in
schools

* Value of schools

_—

* Demography
e Years lived In community
» Political beliefs

s Relative importance of
school functions

¢ Evaluative rating

* Major problems

s Equality of education

e Involvement - in- activities
ana decision making

* Objectionable learning
. materials

|

* Desegregation

e Fiscal support of public
education

o Teachers urions

o Teachers' salaries

s Minimum comgz2tency
‘e Role of global education
'in schools

|
!
|
t
1
|

s Relative amounts of time
spent on Instruction, be-
havior control, and routines
e Use of corrective feed-
back

s Use of open versus closed
questions

o |[nstructional time spent
with total class versus indi-
vidual versus groups

-

: Ve , |
% N / \

-

N

N

~

AN

and parents

SOURCE: - Goodlad, Sirotr 'k & Overman,

Figure 8

The Schooling Terrain:

Map One

1979

this conceptluanzation. observers are deing treated not as a data
w methods were use 31n colivcting data from teachers, students.
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Aruitoxt provided by Eic:

CREGATION LPVELS

AG

Individual

Class

School

District

Lata

Categories:

Data

Sources:

Students
Teachers
Administrators
Parents

Students
Teachr 's
Administrators
Parents
Classroom

Students
Taachers
ndministrators
Parents
Classrooms
School

Students
Teachers
Administrators
Farents
Classrooms
Schools
District

Fersonal
(Individual)

DATA DCMAINS

C A M

(U

Instructional Institutional
(Ciawsroom) (School)
L A1 L A M
DatavCategpries:
C = Circumstances
A= Activities
M = Mcanings
Figure 9
The Schootinz Terrain: Hap Two

Societal
(Schooling)

L

A M



examples of the kinds of data suggested by this framework. Although
more cculd be invented, the four domains--uersonal (or individual),
instructional (or classroom), institutional (or the school), and
societal (or schooling in general)--have proved adequate in
encompassing most of the information schools and districts could
potentially collect. The data sources listed are, of course, only
illustrative of the many that could be relevant, e.g., administrators,
district staff, other community constituencies might be important
additional data sources.

But Figure 8 underrepresents the complexity of the whole. We
remedy this, in part, with the revisions in Figure 9. Consistent with
the above discussion of the cultural-ecological conception, a
substantive facet has been added that makes explicit the potential
contribution of infcrmation on circumstances, activities and ‘
meanings. Moreover, information collected at one level of the
schooling enterprise (e.g., individual students) can be aggregated to
creatg information at otner levels of the enterprise (e.g., classroom
and school). Including this aggregation faéet in the reviged
schematic i< not just an analytical gimmick. The fact that data
collected at, or aggregated to , different levels may mean different
things requires explicit recognition in any substantive framework.

(See Burstein, 1980 & Sirotnik, 1980).



Cultural/Ecological Dimension

Schoocling Commonplaces Circumstances Activities Meanings

Physical Environment
Human resources
Material Resources

. N Information Grid
Curriculum

Organization Survey Questionnaire

Communication Interview

Problem-Solving/ Observation
Decision-Making Case Study

Leadership
Issues/Problems
Controls/Restraints
Expectations
Climate

Evaluation

Document/Archive Review

* Curriculum is to be interpreted broadly and should
include at least these additional commonplaces (see
Goodlad, Klein & Tye, 1979):

Goals/Objectives
Content
Instructional Materials
Classroom Activities
Teaching Strategies
Assessment
Time,
Space

. Grouping

Figure 10

The Schooling Terrain: Map Three
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re-emphasizes the commitmentvto a multi-methodological perspective and
the importance of convergent validity (Campbe]] & Fiske, 1959) and
triangulation (Deﬁtzen; 1978). Much of tﬁe data suggested by Figure
10“can (and often should) be collected in different ways to help
target real underétandings. Various methods include, but are not
limited to, survey questionnaire, interview, observatioh,
ethnogréphy/case study, and historical aﬁé]ysis/and document review.

A last, unavoidable coﬁp]ication is the négessary time factor and
the fact that much of the information mapped out in Figureé 8-10 is
not static. Even in Figure 11, however, it is n;cessary to chop out
some time segment. We have chosen to represent the usual K-12
elementary and secondary educational time frame and the potential for
prescool and post-secondary infﬁrmatiqh.~ Different study purposes
will, of course dictate different points of entry and departure. The

point, however, is that a comprehensive infcrmation system must be

capable of the longitudinal study of schooling.

.As the depth and breadth of potential schooling information
unfolds in maps one through four, these questions, inevitably ourface:
How can you select the relevant data from this morass? WHAT ARE YOUR
CRITERIA?! Again, we emphasize that this is a non-issue for an
outcome-free conception of schooling. As discussed at Wength‘above,
information is a key ingredient to making inquiry rigorous and
systematic, ie., using re]evgnt data to inform staff dialogue,
facilitate decision-making, guide aétions, and brovide a descriptive
context for evaluations. But information does ﬁot quide inquiry

anymore than tails wéé dogs. Rather, a viable inquiry process
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continbally suggests ﬁhe kinds of information likely to be useful to
augment, gtimu1ate'and sustain the effort. ,Inférmation fuels the
engine of inquiry but does not -automatically determine the direction
of travel. ;

For example a school staff concerned with issues of equity in
their organization of instruction may wish‘to obtain data on the
tracking practices of their school, the racial/ethnic makeup of these
classes, the kinds of instructional practices that gd on in these
c]assé§, the affective climate in these ciasses, parent pérceptions,
and so d;: A scﬁoo] staff concerned with the extent to which'students
are learning a specified content may wish to construct and use
- ‘ criterion-referenced tests.- Achievement tesf scores, parent

attitudes, stucent perceptions, and teacher satisfactions are all

indicators that help people attach meanings to the circumstances and

-activities o1 -choet life. Agdinst what critefia do we judge our
setection of achievemént outcome indjéators? Success on thé‘jobf
Future ecoromic status? Lffe’satisf;étigg? Societal contributions?
Eligibility for the Presidency? The answer, of course, is that we |

'sé1ect achievement indicators because they are among the many that

He]p ﬁs understand what we think schooling is all about.

- Sampler in Appendix A
C

_ The over 2500 items of information contained in Appendix A to‘

N

this report could be classified intc one or more cells of the maps
above. In fact, the bulk of these items , deriving from the

instruments used in A Study of’Schoo]ing, weré generated in this

7 /
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fashion.® Bﬁt this is.really not the purpose cf the maps. They have
served Ls well--and we assume they will others--as heuristics for
suggesting the depth and breadth of information that is potentially
relevant to explaining {(and perhaps even understanding) the schooling
phenomenon. tlearly, some cells like those in Figure 9 are naturally
empty; for exampie, cognitive and attitudinal data cannot be directly
defined or collected on non-humén entities. Thus, cells fike those
created by the intersection of <he meaning column in the instructional
domain with the classroom data source row are undefined. This is not
fo say, however, that such data éannot be created at the classroom
Tevel by aggregating responses, €.9g., student cognitive and

attitudinal data aggregated to the class 1evel for students represent

"this kind of information. Moreover, the general categories of

shbstance.(circumstances, activities and meanings) can imply different
constructs for diféerent entities. For example, circumstantial data
for indiviﬁﬁa]s refer to demographic/biographic data such as age,
ﬁrofessiona] preparation, and so forth. For classrooms, however,

these data refer to situational/archival information such as number of

students, track désignatidn, physical characteristics, etc.

How then can we organize our sampler for the purposes we have
intended? The answer is not easy and, perhaps, still alludes us. Do

we organize items by instrument type (e.g., survey, interview,

8 Many other survey and interview data collection systems were also
reviewed. These included (a) the Cincinnati Public School survey
information system, (b) the Connecticut School Effectiveness
interviews and questionnaires, (c) the School Improvement Survey from
the Mid-Continent Regional Educational Laboratory, and (d) the surveys
and interviews from Edmonds’ School Improvement Project.
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observatibn)?...by data source (e.g., student, teacher, parent)?...by
commonplace (e.g., people, teaching bractices, communication,
problem-solving)?...etc.? No single approach Seeﬁs obviously superior
and each has 1;5 drawbacks. .The tack we have taken represents a
compromise of conceptua] integrity with expediency. Our first
allegience is to the substance of systemic evaluation and\tﬁe inquiry
process we envision for schools and districts in order to generate
this substance. But procedura11y,‘dat§ collection will ordinarily
ﬁroceed by developing instruments téngetted for desired data sources.
Thus, our first cut at organizing Appendix A is by data source,
facilitated for reference by color-coding to each source. Within each
data sdurce, information is organized around ;ommonp1ace headings that
we feel are useful depending upon the infcormation we have
selected for the data source. We have further categorized some
information for teachers into circumstances, activities, and meaninys
£o illustrate how these categories are implicit in all information.
The necessary elementary and secondary di fferences are handled
within each data source with one exception. Student instruments are
likely to be quite different in substance and reading level depending
upon. the age/grade level intended. Most of fhege differences are
captured by subdfviding students into three separate data sources:

secondary and upper and early elementary students.
Interview and observation data are also crucial, and provide a
rich basis for augmenting the interpretive validity of the survey

results and furthering,in general, the understanding of what goes on

in the school. But good interviews and observation data are much more
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difficult to come by than gocd survey data. InterQiewers and
observers need training and data collection and éna]ysis are more time
consuming. If, however, judicious selections can be made of the
information needs most suitable to interview and/or observation
methods, the results can be'worth'the effort. For illustration, we
include oniy teacher interview questions and some ideas for classroom
and staff meeting observations. But readers should be aware that
other schonlwide observations can be important_(e.g., student
socialization patterns; faculty lounge activitias; etc.) and that
other significant persons mfght be interviewed (e.g.,students,
parénts, administrétors,'district staff, board members, etc.).
Although we have not included samplers of survey and interview
. |

questions for principals, almost all of the questions devised for
teachers can be used (or translated with minor wording changes) for
principal questions. | | |

Finally, there are many other data sources andfdocuments that we
have not directly i]fustratgd.' Counse1ors,‘distrfct administrators,
special education staff, school board members, representatives of
educational }esources in the éommunity, community members ét large
{other than parents)--all these data sources could be asked (if
relevant) many of the questions already inctuded fof teachers and
parents. = In schoolwide curriculum planning “#=ks, one extremely

important source of information is what 'goes on surrently in

classrooms. Content analyses of the following ma*.~ials provided by

teachers for their class(es) would be very useful:

M
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A 1ist of topics taught or to be taught -diring the year.

A list of skills taught or expected to be taught during tn:
year. :

A 1ist of texts (by title and publisher), learning kits,
commercial programs and workbooks used or expected to be uspd
during the year.

Samples of tests or quizzes g1ven or to be given to students
during the year.

-

Samp\es of assignments or assignment sheets given or to be
. given to students during the year.

| /
! | Procedures '

We cannot present here all that there is to conducting good,

desc?ﬁptive studies using survey, interview, observatién, and document
- review methodolgies. Our best advice is to orﬁ%nize a task force with
a couple of persons expgrienced in this area or willing to do some
elementary reading of "how-to-do-it" type books. Four readings come
to mind that would be appropriate to this task: questionnaire design
and attitude measurement (Oppenheim, 1966); content analysis and
unobtrusive measurement (Krippendorff, 1980 and Webb, 33_31_1966); and
" a general book on survey and interview methods (e.g., Babbie, 1973).

‘wecommendations for readings on c]assroom observat1on methods can be
found in the observation section of Appendix A).

“Here, we will offer a few thoughts on three topics:

instrumentation, data collection in schools, and surveys of community

{i.e., parent) attitudes.
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Instruméntation

~

The first step of instrumentatioﬁ is to establish .a ggggjfor
informatici. Most school staffs are‘familiar with the "needs
assessment" step of traditional evaluation'pgrddigms. Often on'beha]f
of a funded school imp?ovement program , staff are expected to
identify and pr1or1tlze a 11st of problem issues of concern.
Occasionally, a questionnaire based upon this 11ot is then constructed
and implemented as a follow up for further clarification of the needs
assessment.

Based upon the discussion in Chépter 3, our approach to "needs
" assessment " is quite different. Tt is not aApoint-in-time affair,
but an ongoing pa;t--a cu]tura]_regu]ariﬁy-- of the professional
work-1ife of the staff: Assuming, therefdre, that a school climaté
for fnquiry is. functioning such that staff (a) are moving towards a-
working concensus on problems, issues, and directions for cnange. and
{(b) have arrived at a place in thei? deliberations where they have a
genuine interest in informing the inquiry with additional data, the
next steps of instrumentatioﬁ can proceed. We organﬁze these steps
into two basic categories: instrument construcfion (how items are
selected, modified and/or created) and instrument organization (the
wly that items of verious contents are put together in one
questipnnaire or interview).

We will not provide a "min&-primer" here on the ins and outs of
item writing, item revision, and so forth. Again, we refer those

readers who may be inexperienced in these steps to the books
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referenced above. Many of the survey, attitude and interview
questions included 1ﬁ Appen&%% A, although perhaps not exemplary of
the apsolute finest in item writing,thave certainly proved useful in
actual studies. They can serve, therefore, as useful models for other
jtems that staff might wish to develop to better fit their particular
information needs.

Howéver, a couple of tips on instrument organization are
appropriate since standard texts dn questionnaire and interview
construction cannot deal with the particulars of every applied
setting. In obtaining comprehensive 1nf0rmation on schoolirg, it is
of crucial importance that.the distinctions between data domains

. (refer back to Figure 7) be ar-jculated in the ordanization of tne
instruments. For example, when questions pertaining to both

i school-wide issues and classroom-specific issues are being presented

to respondents, these twd contexts must be clearly communicated and
separated. The easiest way is to separate physically the
questionnai- . into "halves." one dealing with questions about the
school, gene ally, and one dealing with questions ébout the class,
specifically. In the case of secondary teachers, one (or more5
c]ass(es)/peribd(s) will have to be specified in the qu. ctionnaire.
For secondary students, the easiest procedure 1S o r%ferunce the

class-specific "hatf" of their questionnaire to the class/period in

which the information is being gatherqg.(see below). 1n these cases,

if only one questionnaire form is prepared, differént}pages re
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corresponding to different ciass contents would have to be includec,
but teachers (or stuQents) would be directed to respond only to those
per:aining to the Speéified class(es).

.or traditional, all-day/intact-class, elementary settings,
,.4¢irument organization is simpler. Students ordinarily remain in the
same class throughout the day as they experience the total
curriculum. So long as the schbo]-wide/c]ass—specific distinctions
are made, all students and teachers respond to all items and all
content areas deemed appropriate. However in the case of_]ess
conventional settings (open classrooms/team teaching, non-grading,
departmentalization, etc.), organizafion problems (and solutions)

resembling the secondary situation will occur.

Data Collection in Schools

| Here we will note a few salient issues concerring sampling and
scheduling. First, we think it is desirable to survey and/or
1nterv1éw-a1} staff since they are primarily the one§ involved in the
deliberations going on as part of the school's inquiry process.
Having experienced the information gatherinyg process, they may be
better able to develop common understandings of what the information
may (or may not) indicate.

A1l students dO rot need to be surveyed. A sample,

ropresentative of the entire student body, is sufficient for most
purposes. :nr example, two ciasses at each grade level in an

L

elementary school miéht be randomly sampled. At a secondary school,
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more classes/periods would be sampled such that classes representing
each kind of subject matter can be obtained. Departments offering
more courses would have correspondingly more classes sampled. In A
“tudy of .Schooling, we found class sample sizes of about 15% of the
total offerings (approximately 50 and 40 for large senior and junior
.gh schools, respectively) to be adequate for these purposes.
scheduling is a second major consideration in collecting data in
schools. We do not evision a comprehensive data collection system
being implemented mure than once per year.9 Of course, ceftéin
specialized surveys (or interviews) for special circumstances can

occur on an as-needed tasis {e.g., a drug abuse anc attitude :erey of
secondary school students, teachers and parehts); However, general
"audits" of the school's circumstances and activities and the meanings
pec,.le bring to and derive from the settiug might be done, say,
between the 10th and 20th week of the first or second semester,
depending on whether the data are to be used for current or subsequent
planning years. 1

The amount of time required to collect data varies, naturally,

with the amount of information to be co’lected and the human resources

available. In A Study of Schooling, for examnple, we found that more
informat%on on students and teachers than any one school would

probably want could be collected on over 40 classes in a large junior

9 Some data collection activities are on-going by definition such as
accumulating attendance & drop-out rates. Achievement testing that is
referenced to curriculum continuums are also on-going data collection
activities.
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high school by 3 data collectors in 2 weeks with minimal classroom
disruption. Two pericds were réquired for data collection in each
class; and while the students were respondingfto the survey, the
teacher was beng intervieWed. Tea:r2rc responded to their survey
(approximately 1-1/2 hours) during rheir own time. If even only half
this amount of information were gathered by schools, it would be
accomplished with only one or two data collectors surveying students
and interviewing teachers during a two week interval.’ Teachers would
need to contribute perhaps 45 minutes of time for the survey.

That these kinds of scheduling fssues take on a very different
‘character in the computerized data collection senario we will
described shortly. With enough computef resourcés, student surveys,
for example, might be accomplished by creative scheduling of students
before and after school, during free periods, and so forth, with

little or no disruption of regularly scheduled classes.

Parent Surveys

Getting large and unbiased. response rates in community surveys
are always probleme*ic. Assuming paper and postage césts are not too
restrictive, the e::iest procedure is to mail a survey (with a
stamped envelop fo return) to every family represented in the
school. The first and major “"wave" of returns will be received in two
to three weeks after mai]ing; will greatly subside by the sixth week,
and dwindle to 1ittle or nothing by abcut the seventh or eighth week .
A reminder postcard around the third week can increase this return

rate to some extent. Depending upon community characteristics such as



parents; interest in the school, their willingness to fill out surveys
of this type, and the area's gecgraphic makeup (e.g., small rural,

suburban, major urban or metropolitan), return rates averaging about a
tHird can be expected, ranging in percentage from the lTow 20's to the

Jow 40's. (These figures are based on A Study of Schooling results

and on an 8-page (!) parent survey.)

With a bit more work and planning, however,lsubstantia1]y higher
and less biased return rates are possible. A stratified, random
sahp1e (proportionally representing differant econcnic stratas of the
community) can be determined and every effort made to obtain —esponses
using mail, telephone and door-to-door methods. Familie~ in the
sample refusing to respond shoﬁ1d oe replaced with randomly samplec
alternatives. Return rates will again vary with community
characteristics and size cf surve. question-aire. We know of one
organization, for example, that achieves a 90% and return rate on a
one-page (legal size) survey using mail p?us/tz]ephone follow-up
procedures in relatively hcmogeneous (white/middle class) suburban
communities.

Parent attitudes and opinions, we think, should be an important .
part of a school information system. Ultimately, however, they will
need to be interpreted in 1ight of the segments of the community that

the sample may (or may not) represent.

Using Computer Technology

Many data manage~:nt problems discussed so far are considerably

amelicrated with the .troduction ofkfii:g%omputen technology to
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survey and interview methodology. Already many pollsters are
conducting survey interviews by phone using micros for both prompting
the interviewer with guestions and :then storing the interviewee's
responses. Although many districts and schools currently do not

4

have adequate microcomputer resources, they will in just a few years.
Micros will soon be sufficiently inexpensive and proliferous to cha;ge
dramatically the way informatfon js typically gathered.10

Consider this scenario: Software could 2 developed that would
contain the entire set of surveys and survey questioﬁs and would
record and store the responses of studénts, +eachers, etc.
Respondents would sit down, enter their name {(or pre-assigned 1D
ccde), respond to questions as prompted, be branched as necessary to
different course contents, and be referenced to specific
classes/periods. Questionnairing would need not be done in ovie
sitting. Respondents could return another time and pi~k up wpere they
1eft off. Moreover, in the event some jtems were ¢ .”tted, they could
be prompted to complete them (or indicate their wis not to answer
them). Ordinarily cumbersome data management probiems become
trivial. Completed response protocols are now stored and ready for
analysis automatically. Multiple samplings of the same secondary

students in different periods can be easily managed by prompting them

only once for demographic and schoolwide data while prompting them

10 For example, the scenario we have in mind for a moderately sized
elementary school could easily be accommodated by two dozen 48K
micros, each with a floppy disk drive, and one central hard disk
drive. We could put this hardware together currently for under
$5000. 1In a few years time, this configuration could be well under
$1000.
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repeatedly for data pertaining to each c]asé in which they wer:
sampled.

As complex ac this system sounds, it is relatively
straightforward and can be programmed easily. In fact, currently
available curriculum authoring systems can be "tricked' tc perform
exactiy this service. The more sophisticated authoring systems allow
for text 1nput, branching, qugstion prompting, and response storage.
This, 1nstead of authoring curriculum text and- perfcrmance items,
survey instructions and quéstiqns can be authored; and the whole
informaticn system as described above can be created.

One cautionary note, however: The Orweliian reality of the agje
of information significantly exacerbates the ever-present problems of
information security and rESpohdent confidentiality. anfidentia1ity
an¢ anonymity have always been handled by "estabiishing t;hst or
~Yiminating 1D codes respectively. Certainly, computerizing the
entire process makes it easy to Keep track of respondents. Linkjng
tzaci. responses to those of their students in their classrooms or
linking students' responses one year with their responses the next
year are necessary data management tasks if cgrtain correlational ar
Toraitudinal analyses are to be done. These tasks, of course, require
a "dictionary" zhat links names to ID numbers. It may .well belthat

the future holds a ciimate of increasing distrust, and that analyses

/?equiring respondent confidentiality will be a thing of the past.

Nevertheless, valuable information can still be obtained in
cross-éectiona] surveys. Anonymity can be guaranteed by not requiring
1D enfry énd by having each respondent complete their survey in one
sitting with the computer.

!
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THE HUMANTZATION OF DATA:
. "ANALYSTS AND REPORTING

Many prefessicnals and lay perébns both inside and outside of the
educational research ahd sch6o1ing commuunities have never been ena-
moured with the notio; of quantifying the meaning of circumstances aqd
events in soctal scttings.' To exacefbate matters fyrtner, the
exponential rise o® high technology has propelled us into an "age of
1nform$t1cn." The only way to escape being "computerized" is to
disenfranchise oneself from economic life -- no credit cards, no
qriver‘; lic¢us2, no insurance po]icieé, no catalog subscriptions, and
30 for<h. Qur telephones will soon be Jjust as commonly used as dafa
entry ports as they are for casual verbal communication with friends.

Qur guess is that these societal changes, coupled with past sen-
timents regardirg "researcﬁ-type" activities, will make those people
“we have {urgetted as potential data sources even less sanguine -- and
more cynical and suspicious - regarding the benefits of the kind of
systemic evaluation proce;s we have been describing. If we are cor-
rect. (and even{if we are not), it is incumbent upon us to insure that
information systems be méde for people to use -- that is, not be made

to use people.

Much of what we will outline in this chapter will not be suffi-
cient to overcome these concerns. What is necessary. we have argued
is the cultivation of an attitude towards information that makes it an

,intrinsic part of professional inquiry in an organizational environ-
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ment that legitimizes professiona1 1nquiry and allocates quality time

to the e“fort.

Assuwing, therefore, that considef&b]e effort is directed toward
deve]oping'the kind of climate for -inquiry being suggested, we turn ‘to
4 _ )
several other more technica] features for mak{ng data mce fit for
humén consumption. These feafﬁres can be conveniently organizied

under the headings of analysis and reporting methods.

Analysié

we would like to think about analysis in é general way, namely as
the processes Dy which large quantities of information aré summarizéd
to facilitate interpretations which, in turn, faci]itati}the larger
inquiry effort. symmari~ing such things as personal exﬁeriences,
anecdotal observations, sociopo]1t1ca1—histor1ca1 analyses, responses
to attitude/opinion statements, and scores on student achievement '
tests are all examples of analytic processes. In other words, analy-
sis should not be thought of as applying only to those instances where
we have quantiffed our dbservations;

Having taken this general stance, we deiiberately narrow our
focu > to the more quantitative side of information, primarily because
+f how easily such data are obtained and how easily they can be

misanalyzed, miscommunicated and/or misinterpreted.ll Ovr remarks

11 Doing good qualitative ana]ysese%nd critical inquir:-s are not easy
matters either. We recommend at least the following rr. .dings for
tnose interested in pursuing the matter further: Willis (1978),
patton (1980) and Berlak and Berlak (1983).
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will be divided between those relating to the reliability and validity -
of measurements (psychometries) and those relating to the summary of
these measurements for jnterpretation (description). The very impor -
tant issues of aggregation and ﬁnits or levels of analysis cut across

these détegories and will be addressed within each.

Psycho etrics

Perhaps the most important problem in psychometrics is to over-
ebme two kinds of attftudes that tend t¢ po1arize people into either
of two belief “camps”: thé "mystique of quantity" or the "mystique of
qua]tty." The extreme position in the former camp 1§ embodied in the
expression, “1f you can't measure it, that ain't it." And the oppo-
site extreme in the latter camp -- "If you ggﬂ_measure jt, that ain't
it." (See Kaplan, 1964.)

As with a]i false dichotomies, the truth is somewhere in between
and rooted in pragmatism. It is unreasonab]e to be]ieve that the
nathemat1ca1 power inhérent in numbers somehow transcends the strength
(or,weakness) of the1r\connect1ons with properties they presumably are
measuring. It is equally aneasonab]e to assume that numbers assigned .
to reified concepts {such as "self-esteem" and "principal leadership™)
cannot possib]yvrepresent anything meaniﬁgfu]. |

The ultimate arbitrator of the meaning of measurement is experi-

ence. This is why ‘the notions of reliability and validity were inven-

'ted. To the extent that the numbers (i.e., measurements) -can be re-

plicated, they are reliable. More importantly, to the extent that
they serve the measurement. purposes intended, they are valid. The key
word:-here is purpose. Depending upon the purpose, the ev{dent1a1

arguments for re1iabi1ity and validity may differ.
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Consistent with our primary objective for collecting and using
dats——to infOrm'and stimulate staff inquiry -- evidence must be
acquired first for the content validity and second for the credibility

" information. Content validity is a familiar concept to most people
who construct achievement tests. It is essentia]]& a rational process
of matchiné item Eontent to instructional content, i.e., the course
(or qnit or lesson) objectives and the skills, know]edge, and
understandings implied by those objectives. Likewise, the items in
surveys, interviews and obsérvation schedules must bé matched to the
content they are designed to assess. A corcept such as "staff
cohesiveness" may be of important concern to the- organizational work
environment in a school. But within the confext of that school, a
concept like "staff cohesiveness" needs to be scfutinjzed for its
various meanings. Does it represent suaport? friendliness? tfust?
respect? morale? commitment? unity? etc.? Depénding upon this kind
of content analysis, items such as those in question 52 (Teacher
Survey, Work Environment section) might be writtenlénd tried out.

We use the term “"credibility" to represent the degree to which
information augments, stimulateg; provokes or otherwise facilitates
meaningful communication between staff in the inquiry process.
Assessing credibility can only be done by the staff during the course
of inquiry. Suppose the issue of;increasing pargnt involvement in
school affairs is under deliberation. Suppose the resu1ts.of a parent
survey question regarding the reasons they have for feeling
disenfranchised from school affairs are added to the information being

brought to bear on the inquiry. If the results lead to a "so what?"
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response or an inability to relate the data to the pertinent issue, it
is unlikely that the item will be included in further surveys. On the
other hand, if the resuits can bé séeﬁ to further the dialogue, the
item has\proved credible. (See example below for Nuvo Elementary
School.)

But there are other purposes for data collected in a
cemprehensive information system. One 1mpor£ant category is what we
will call research-orie:.ted uses. In general, research purposes‘afe
being addressed when school staff (or, morel1ike1y, district staff)
analyze the interre]ationships between variables takiné either an
exploratory or confirmatory stance. Empirical associations in a body
of information can-be explored for the purpose of suggesting |
hypotheses about how one set of variables may relate to or predict
another .set of variables and/or they can be specifically analyzed to
test hypotheses sﬁggésted from prior study. In‘ejther éase,
traditional concerns regarding stability and internal consisfency
forms of reliability and predictjve ard construct validity become’mone‘
crucial. These are technical issues, they are familiar to most
researchers, and we will not eTaboHate the issues here save for brief
comments regarding scales and’1eve{s of analysis.

Although individual item resqﬁGS (11ke’tho§e in teacher question
52 noted above) may be most useful fof faciﬂitating\inquiry, composite
scores based on clusters of items representing a larger concept are

more useful for exploring relationships between concepts: In A Study

of Schooling, for example, composite scores were determined through a

combination of rational item grouping, factor analysis, and cluster

-91-



~—

analysis of items like those we have grouped in Appendix A under the
headings student self-concept, teacher perceptions of their work
environment, teacher educational beliefs, student perceptions of their
classroom climate, and so forth. (See Sirotnik, 1979.) But we must
strongly emphasize that scales derived from cne set cf data may not
"nold up" in another set of data. Schools and districts are much
wetter off developing and testing their own scales in the context of
thei} own applications.

;. second important coricern relates to levels of analysis. Do
scores.on constructs measured at one level have the same meaning when
they ére aggregated (e.g., averaged) at another level? For example,
suppose secondary-students respond to the items ca;egorized under
"Teacher Concerh" in tihe class climate section of the survey (Question
418). Based upon individual student responses,'supposé we obtain
necessary evidence (e.g., h%gh interitem correlations) to convince us
that we are, indeed, tapping into‘a condept that we mighf 1abel
"Teacher Concern.” In this case, we have a basis for supposiig that
an iggjvidual's score on these items is an indicator of their perceﬁ-
tion of the level of teacher concern in the classroom. But suppcese
th: classroom is assigned a "Teacher Concern” score based\ﬁbon the
ﬁeaf of these students' scores. This i: typically don2 when
classrooms are used as the units of analysis for certain research
purposes. But how do we know that zlassroom "scores” represent the

same cdnstruct as student scores? If they don't, then analyses dene

at the classroon level may not have the same construct interpretations

as do *hose done using individua! student scores.
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Indeed, it has been demonstrated theoreticaily and empirically
that scaling items at different 1eve}s of éna]ysis can yield differént
construct interpretations. The resolution of this "dilemma" appears
to fest on a combination of conceptual reasoning and empir%cal test-
ing. Thé issue is, unfortunately, complex aﬁa~we must recommend fur-
ther readings (e.g., Burstein, 1980 and Sirotnik, 1980). -

Descriﬁtion

Our main concern here is with the kinds of data analyses likely
to be of use to staff for faéi1itating their inquiry about the condi-
tions of their schoel and the possible avenues for improvement and
chanée. It is un]ikefy that the reéu]ts of multivariate analyses such
as‘mu1tip1e regression, covariance structure modeiiing, and the like,
w%]] be of use in this effort. Obviously, such analyses can be useful
for research purposes (see below) in studying complex relationships
between variables and how they Change over time. Yet, they lack the
jmmediacy and simplicity required to inform staff deliberation on
specific problems and issues.

But do not confuse simplicity with simple-mindedness. The myth
that complex numerical manipu]atibns somehow yield better, more
“ccientific" results has no place in the rationale for systemic
eQa]uation. The power of a single percentagé.shou1d not be
underestimated as a stimulus for facilitating and advancing the
dialcgue. In this section we will first illustrate how information can
be used in the process of staff {hquiry. fhen, in order to stress the
necessity for cimple, straightforward analysis, a brief primer on
univariate and bivariate data tabulations will be presented.
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To illustrate how simple tabulations of data can facilitate staff
inquiry, we briefly recount the events of a staff meeting at one

elementary school.

A continuing issue at Nuvo Elementary Schcoi concerned cur-
riculum balance and the role of centent area specialists.
Prior to this meeting it had been suggested that staff
really didn't know how much time was being devoted to vari-
ous subject areas in each grade levels. As an approxima-
tion to this bit of missing knowledge, staff responded to a
question asking for the approximate, weekly number of hours
aijocated to each of 1C subject area divisions (see gjues-
tion #40, Teacher Survey, Curriculum and Instruction sec-
tion). Since teachers at this school taught in 10 teams
{(of 2-3 teachers each) spread across grade levels, teams
(rather then individuals) reached consensus on this item;’
and the 10 team responses were arrayed and presented as
input to the staff meeting.

Preliminary discussion began around the nature of the item
jtself and the difficulty of cutting up the hours of the
day to correspcnd to the subject matter categories. Thus,
to some extent, tne hours indicated by teams were not rea-
Tistic. Yet all teams feit that the general patterns in
the data "rang true." These patterns were two-fold: (1)
There wera extreme imbalances in the time allocated to
di fferent content areas and {2) The nature of those imbal-
ances were very different in different grade levels and )
teams. These observations fed back nicely into the major
thrusts of the iss'2. First, what ought be the curricular
balance betwean subiect contents, should it be different at
di fferent grade lev:1<, and, if so, how can balance be

. maintained in the ccrtisum from one grade level to the
next? '

But the original criticism of the survey question really
highlighted a second thrust. How separable are content
areas, and to what extent do we (and should we) teach sub-
jects {e.g., reading, math and science) together as they
naturally occur within a thematic unit (e.g., ecology)?
This query, of course, raised the rcle of centent special-
ists as being "outside class" resources versus being regu-
lar members of & team with speciel:-talepnts tkhat can be
shared with other staff as needed ’

“ A

A
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This is enough of a scenario to m@ke our point regarding how
simple {not simp!istic) survey results can facilitate inquiry. It
should also be no%t2d that content validity and credibi]ity issues were
implicit in this senario and could be made exp]icit'during the course
of the inquiry.

For the purposes of illustra'.ing whgt we mean by simple daté
tabulation, consider a hypothetical -t of results for a couple of
survey questions respdnded to by a sample of 148 parents of children
at an elementary schoo]. The questions are:

1. Students are of ten given the grades A, B, C, D, and FAIL to

describe the quality of their work. If schoois could be

graded in the same way, what grade would you give to this
school? . '

[ 1a [ 18 [ Jc [ 1o [ 1F

2. When you. have to contact the school regarding your child {or
children), how quickly does the school respond to your

request?

[ ] The school usually responds quickly.

[ ] The school responds, but after some delay.
[ ] The school usually doesn't respond at ail.
C

1 1 have never had to contact the school.

" The simplest and most straightforward method of aralyzing the
.data is to compute percentages of response to each question for the
entire sample of respondents. For example, the distribution for the

"grading of school" item is as follows:
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TABLE 1

Number
of Percent
Grade Parents (gf_fesgondents)
A 25 17.5
B 4] 28.7
C 32 ‘ 72.4
D 7 T
F 18 12.v
missing {5) ( 3.4 of total)
total 148

What is a particularly high (or low) response percentage? The answer
is up to you and others who have some understanding of the communi ty
and the particular item in question. It is clear from the
distribution fhat the modal grade category is "B" with almost half the
parents grading the school above average. Yet3:45 individuals are
quite unhappy with the schools, i.e., an estimate of almost one-third
oflthe parent popuTation. In the case of an ordinal variable such as
thié jtem, one can assign sequential numerical values to tﬁe response
categories and compute means and standard deviations. If A= 4, B =
3, C=2,D=1, and F = O; ;he parents of this school rate it a 2.2
{a "C+"} on the typical, s-point grading scale. Clearly, no one
statisfic (1ike the mean) can substitute for the descriptive meaning
contained in the table itself. Statistics are useful summaries to
facilitate further research analyses; but to facilitate further

dialogue, the actual distripution of results is more useful.

Categories can be combined to highlight trends; for example,
above average, average, and’below average categofies cc~ be derived as

follows:

KE
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TABLE 2

Number
. of Percent
Grade Parents (of respondents)
Above average (,iB) 66 : 46.2
Average (C) 32 22.4
Below average {(D&7) , 45 31.5
(Missing) ( 5) ( 3.4 of total)

The treatment of data becomes more complex when relationships are

investigated. Suppose we which to know if parents who grade the
school more (or less) favorably, feel that the school is more (or
less) responsive to their direct requests regarding their child. The
following is a crosstabulation of the responses made to the two items
in question:
TABLE 3
When you have to contact the school
regarding your child (or children),

how quickly does the school respond
to vour request? )

COLUMNS
.Never
After Doesn't Contacted

Grade Quickly Delay Respond School . Totals

Above 393 12 10 5 66

average 59,1bP 18.2 15.2 7.6 46.2

Average 11 8 -9 4 . 32

ROWS 34.4 25.0 28.1 12.5 22.4
3elow 8 9 13 15 45

average 17.8 20.0 28.9 23.3 31.5

Totals - 53 29 32 24 143

40.6 , 20.3 22:4 16.8 100.0

, a Number of parents ‘
- b Percentages computed based on row totals
-97-




i

The "totals" row and column represent the marginal distributions;
thus, the row totals repeat what we have already seen in Table 2. The
column totals give us a marginal analysis of the new question on
school response time. For examp]é, over half (61%) see the schuol as

responding; s]1ght1y over a fifth see the school as not respond1ng,
and 1ess than a fifth have never contacted the schoo1 Th1s still
doesn't'te11 us, however, anything about joint response tendenc1es in
both items. Looking inside the table, cell percentages indicate that
relatively more parents who grade the school above average perceive
the school as responding (especially “quickly"). Parents who grade
the school average are more evén]y divided on the issue. Parents who
grade the school below average are relatively more prone to perceive
the scnoof as not responding or Qelaying in its response. (Notice
also the marked tendency for these parents to be relatively moré prone
not fo cbntact the school at all.) |

Another kind of relationship question compares different

respondént groups on the séme item. Are parents,‘teachers and
community-at-large groups similar/different in how they.evaluate the

school? .The following table illustrate some hypothetical results:
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TABLE 4

‘Grading of the School

- ' Above . ‘ Below ‘
Groups Average Average Average Totals
e - —_— _ —
Parents . 66 32 , 45 143

' 45,2 22.4 31.5 27.3 .

Teachefs - 20 8 2 30
66.7 - 26.7 6.7 . 5.7
Community- 97 150 103 350
at-large 27.7 42.9 , 29.4 66.5
Totals . 183 190 ' 150 : 523
35.0 . 36.3 28.7 100.0

These results indicate the following trend: ' people most close to the'

school (i.e, teachers) Trate the schooi most Favorably, people directly
associated with“the'schooT, (i.e., parents)_rate it less favofably,
énd people not directly involved with the schools rate them
unfavorab]y; (More specific.comp@risons-betweén groups can be .
desribed for each grade cafegor& separately.) '

Again, the above examples are hypothetical and are for
illustrative pufposes only. Many different ways exist for examining
single and multi-variable (item) relationships in survey data. The
best rule of thumb is tolse]ect the simb1est, most straightforward
analysis and tabular display whicﬁ best serves'your purposes and thch
does not equivocate the data. Aﬂthough we have not used theh here,
vothenAgraph;;;T\d{sp1ays such as ba} charts and pie charts are quite
useful to convey, at a g1ance,vthe imporant trends in a bédy of data.

We do not want to overlook, however, the possibi]ity of doing the

kind of more complex analyses that can provide useful insights into

" the whole schooling process. These ‘are the kinds of analyses that are

’
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multivariate and longitudinal in nature, as suggested by the schematic
shown previously in Figure 11. Such anaTyses will need to be
conducted by persons with statistical and research experience, most .
1ike1yvat district or service center levels. The analyses can be both
concepfionaT]y and statistically quite complicated, especially in

terms of the unit-of-analysis issues, compcunded even further when

data are collected and analyzed over time.

Reporting
We have ‘already talker about fhe purpose and content of the re-
. 1
sults of data analyses as they may be reported to the staff. Here, we
wish to comment on the process itself: who does it,_ﬁow does it
occur, and to whom and in what form are the results dissemiﬁafed?

In discussing the idea of a comprehensive information éystem_with
teachers, pfincipa]s and district staff (including superintendents),
we have always been greeted with ét 1east‘these two)responses: (a) The
idea sounds great! ib) Who's going to do it, particularly the analy-
sis and reporting in a tfme frame that doesn;t outstrip the re]evancé
of the data? Teachersy students,'pnrents, etc. have been "burned" far
too often by mindless exercises of data collection (usua]iy surveys),
the results of which never see the light of.day or, if they do, are
presented in a useless form, in a useless setting, and/or at a useless
time.

The inquiry process we have been referring to all along in this
monograph overcomes the "mihd]essnéss" of much that has gone on in the

name of data collection. But there is no denying that resources are

needed to carry off the plans we are outiining. We believe that most

102 -100-



of these resources already exist-in district budgets if they are will-
ing to do a little reconfiguration of priorities and make creative use
of talent already in the syétem. Consider, for example, this possibi-
1ity for getting analyses done, and done quickly. Computer science is
- rapidly becoming commonplace as a Eecognized subject area in elemen-
tary education on up through senior high school. Data processing,
étatfstiéa] analyses and the 1ike‘w111 also become commonplace skills
and activities as the information sciences are woven into existing
curricula. Students; then, become an éxcé]]ent resource for perform-
ing the déta analysis tasks, and the data analysis tasks become an
excellent “hands-on" learning experience for the students.

Now, who gets the results and in what formslére they
disseminated? Thé answers, of.course, depend on thé purpose of data
collection and the “sophistication' of the targetted audiences.
Obviously, 'the most important recipients of data are those fnvoTved in
the inquiry effort that generated the need for data. In this case, we
are of the opinion that any piece of information worth feeding through
the inquiry can (qnd must) be communicated in a way that is understood
by all involved. l

However,. it'is also fmportént to report resu]ts to  persons who
contributed information to the inquiry but are nbt necessarily di- -
rectly involved in it. For example, some students and parenté may be
(and oughf to be) involved in discussions on curricuium balance, but

‘ N ‘
many will not. The results of key survey items can easily be dissémi-

nated to these groups through school newspapers and/or bulletins. On

some of the more "burning" issues pertaining to school-community rela-
L‘ l‘/
11014
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tions, perhaps administrators, teachers, parents, students, and commu-
nity members should be brought together in order to hear the informa-
tion and determine what courses of acadon they could take tngether.
Somet1mes it helps 1f separate meetings are held with each group
first, followed by joint meetings. various political as we11 as
moral/ethical considerations always come into play when data of this
nature are collected for the purpose of social change and improve-
ment. It is our view, however, that imprdvement is a direct function
of the degree of meaningful involvement of all the people. concerned.
For the purposes of staff inguiry, within the schoo],‘at lTeast
two kinds of reports are envisioned: (1) a class-specific report of
observation and aggregated studéent data within the class, targetted
for the teacher of the class and (2) a school- gen-ral report
containing aggregated 1nd1v1dua1 class, and sch- ol level data (as

apprdpriate), targetted for all school staff., In Appendix B, we have

included samples of_c]ass-specific and school-general feedback reports

" that were used in A Study of Schooling. These reports include a range

of statistical reporting methods, including means, corre]at1ons,
cross-tabu]atiohs, frequency distributions, e=c.’ These reports:are
offered‘on1y as samnles and not recessarily as examples of how data
ought to be reportéd for the particular needs of a school. In fact,
the school level document is probab]y'a better iilustration of what
might be called a "technical report" from which relevant items could
be extracted and prepared in more visually graphic terms for specific

staff discussions.
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In concluding this section, we note that the process of data
analysis and reporting should never be regarded as a fait accompii.
Each analysis, each report is only a devite for furéhing
understanding. As such, they may suggest further analyses or
reanalyses and different reporting mechanisms.

As people in a social setting, we desire closure but rarely, if
ever, reach it. We must come to view our understandings as tentative
but nevertheless viable bases for decision and action. Yet they must
be continually tested by experience and be amenable to informec
change. If this ceases to be the case, our understandings Q111 be

reduced to little more than dogma.
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DEMOGRAPHIC/BIOGRAPHIC INFORMATION

General:

1. Age:

2. Sex: [ IMmale [ ] Female
3. Current marital status:

[ 1 Single /
[ 1 Married/Coupled '

4. Number of children:

5. Do you have any children 1ivihg with you who are of:

Yes MNo
Pre-school @08 « v ¢ ¢ v v o o o o o 0 . s {1 [1
Elementary school age .« « « « « « o« « « &« (1 (1
Secondary school age . « « « « v ¢ . o o . (1 []
Post-secondary school age . . . . .« « « . (1 (1

6. Which one of the following categories best describes your racial/ethic
background?

White/Caucasian/Anglo
Black/Negro/Afro-American !
Oriental/Asian American

Mexican ‘American/Mexican/Chicano
Puerto Rican/Cuban

American Indian

Other

[ Y W st Y e Wt N ot |

7. What is your approxwmate annual 1ncome7 (Include your spouse's income if
married. )

[ ] Less than $5,000 [ ] $15,000 - $19,999

[ 1 $5,000 - %9, 999 [ ] $20,000 - $24,999
L] $10 000 - $14 999 [ ] $25,000 or more

8. During your chi]dhood; how would you rate your family's income level?
[ 1 Low [ ] Middle [ J High

9. Do you live in the same community in which this school is located?

[ ] Yes L] No

Q1

| 5
| SN
.
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10. a. If no, what-is your best guess as to the econom1c 1eve1 of the
connun1ty in which you now Tive?

[ 7 A lower economic level than this schoo] s community
[ 1 The same economic level ‘as this school's community p
L1 A 1gher ‘economic level than this school's community
b. Is the racial makeup of the community in which you now Tive:
[ 1 Similar to the racial makeup of this school's conmun1ty
L1 D1fferent from the racial makeup of this school's community

Professional Activities

11. what is the highest academic LFQdEﬂt]B] that you hold?
(Mark only one. )

High schoo1 diploma

Associate's degree/Vocat1ona1 cert1f1cate

Bache]or s degree

Master's degree ' '
Graduate/Professional degree [Ph.D., Ed.D., d4.D., (L1.B.), M.D.,
etc.]

(o N e N O it | o |
[T ) VR ) TR iy W J - )

12. Have you done any post credential work in education?

(L1 No
[ 1 VYes; If Yes:
a. Has it been primarily in the area of: (Mark only one)
[ 1 Subject matter
[ 1 Teaching methods
[ ] Admjnistration

[ 1 Other )
b. What was the main purpose of your post-credential work? (Mark
only one)

[ 1 To change grade Tevels of teaching
To change subject

To advance in the salary schedule
To become an administrator

For personal growth

o Lo L T
Py -

13. How many years of teaching experience have you had?

14. In how many different schools have you worked as a regular member of the
school staff?

(10 L 15

[ 11 (L 16

(12 17

(13 18-

{14 [ ]9 or more

11‘1 TQ 2




15. Have you taﬁght at-the following levels pf schooling? .

. Yes No
Pre-school « « « « ¢ « & . (1 C]
Elementary « . « « « « « . (] (]
Middle/dunior High . . . . [ 1. []
Senior High . . . . . . . (1 (]
Post-secondary « « « « . (1 0[]

16. For each of the following fields, please mark Yes or Nd, 1nd1cét1ng
"whether or not: (A) you majored or minored in that field in college;
(B) you have had post-credential work in that field.

A g B
Major or Post-credential

- . Minor work
Field : Yes -: No Yes No
Tnglish/Reading/Language Arts . . . [ [] . ... {1 T[]
T o ¢ (1 C) .. /.[][]
Social SCIeNnCeS « e v o o o o o o o (1 ) ...5 071 °0)1)
Physical/Natural Sciences . . . . . (1 C1 . I
Computer Sciemce . . . . . . . .01 0] . . [ [
The APtS® v« ¢ v v v o o o o o o o o t1 01 ....°01.01
Foreign Language . . « « « « « « . c1rc01l ... (][]
Industrial Arts « « v v ¢« ¢ o« o o & tl1rcl ....~[~071¢0]1]
Business Education . . . « « « S 1 N I (1 (1
Home ECONOMICS « « & & « & P ) IR ) IR (N B A
' Physical Education . . . . . S I (R I AR Y I
Special Education . . . . . .. .. tl1-01 ....101T¢C]

* Yisual érts, crafts, music, drana/theater, dance/creative movement,
creative writing, filmmaking, photography

!
17. How many years of administrative experience have you had in schools?

18. Have you worked in schools as an administrator at the following levels of

5chooling?

: Yes No
Pre-school. « & « « ¢ o o o o o o &« .07, €]
Elementary « o o o« o o o o o o o o o & ] {1
Middle/Junior High . . . . « « .« ¢ . . [] []
Senior High « « v v v v v o v . ... 01 0
Post-secondary .« . + . ¢ 4 e e 0 0 o L] (] f

TQ. 3




19. a. Have you participated in any professional training programs (other
than college work) during the past three years? :

[ 1 Yes [ 1 No
If Yes:

b. A list of topics is presented below. If you attended a program in
which any of these topics were discussed, please indicate for each
topic the group(s) which INITIATED the program.

District Other

School or Outside

. ‘ Staff County Agency

Adult group dynamics (i.e.,
human relations, interpersonal

|
relationshins) « « « ¢ o o o o o o . [1...01 3]
Teaching methods or strategies .01...01 1.
Child growth and development . . . . . . r1...01 (]
Classroom management . « « « « « « « « ¢ (1. ..01 (]
Behavioral objectives/evaluation . . . S I PR ]
Curriculum development . . ¢ « « « « « « r1...01 (]
Computer literacy. . « « « « « « « « = = [1...071 (]
Cross-cultural/cross- '
national education . . « « . « « . (1...01 (]
English/Reading/Language Arts ,. . . . - [1...01 (1]
MALN « « o o o o o s o o o o o e e e [31...0]) (]
Social SCIences .+ « « o ¢ o o o o o o [1...01 [ ]
Physical/Natural Sciences . . . « - ¢ +L]. L] []
The Arts (visual arts, crafts,
music, drama/theater, dance/
creative movement, creative
writing, filmmaking, :
photography) « « « « « o« o ¢ o i1...01 ...01]
Foreign Language -« « « .« « = « + « « ¢ :01...01 ...01
Vocational/Career Education 5
(shop, business education,
home economics, etC.) .« « « « o - [1...101 .1
Physical Education . « « « « « o o o o ¢ [1...0]1 .1
OLNEr: v o o o o o o o o o « o o o o o o [1 N I IR

P

c. Was your participation in these programs [ 1.voluntary [ ] required?
d. Are these programs generally: [ ] sought out by yourself?
s [ ] brought to your attention by
: others?
> . .V N ‘
20. .How.many<educationa1 organizations do you belong to?

21. How many articles, books, reports, etc., in education have you read in
the.last year?

, . 116
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Professional Attitudes, Opinions, etc.

22. Do you genera11y'fee1 adequately‘prepared to teach in the fo]]owing
fields? o :

English/Reading/Language Arts . . . . . . -
MAth o o o o o o o o s o o o o 8 o o e s e
Social SCIiences .« « o o o o o o o o 0w o0
PhySical/Natural Sciences . .« « o « « - - .
Computer Sciences .« « « « « « + « e e e e
The ArtS « « o o o o o o o o o s o s et
Foreign Language . « « o « « = o o« & o * .
Industrial Arts . « « « « ¢ o« o & e e e e
Business Education « « « ¢ ¢ + o o oo oo .
Home ECONOMICS « o o o o o o o o o o o o o ¢
Physical Education . . « . « - e e e e e e s
Special Education . « « « ¢ ¢ o 0w e
General Education . « « ¢ &+ o o 0 o e oo .

l_Jl_Jl_Jl_Jl_Jl_Jl—Jl_Jl_Jl_Jl—-'l—Jl—-'m
r—u—\r—\r—\r—\r—u—n—w—'\r—u—\r—u—\z,
A e L d O

23. What was your primary reason for entering the education profession?
(Mark only one; .
[ 1 wWorking conditions -- hours, holidays, summer vacations, job
security, time off
[ 1 Interest in subject, always wanted to be a teacher, "felt called”
Recormended by or influenced by others, such as parents,
céunselors, relatives, etc. _
Inherent values in the profession; work is rewarding, enjoyable,
satisfying, etc. '
Scholarship(s) or fellowship to Study to become a teacher
Like children/students/young people
To help others, io be of service, to teach others
Economic considerations; availability of job; unable to afford-
other kind(s) of training; to pay off loan, etc.
Other )

P T e L L R T et B
- (U 3 WU S § W - -

24, Looking back on your expectations before you started your present céreer,
were those expectations fulfilled?

[1Yes [ 1No
25. If you had it do over, would you choose education as a profession? .
L 1 Yes [ 1No

26. In general, how much help do you feel professional training programs are
(or could be) to your own professional development?

, Very
Those initiated by: A lot Some Little None
SCho0T1 Staff « o« « o o o o o « = (1...031...071...0]
District or County « « « « « « - (1...031...01...1L ]
Other outside agencies . . . . . [1...01...01...¢ ]




N
N

27.

28.

How much do educational organizations affect your::

- Yery: ‘
‘ ‘ . A lot Some Little . None
Working conditions . . . « « . . ry...01...01...01
Professional growth . . . . . . ry...01...01...0]1

. . ! ‘
In general, how much help do you feel professional literature in
education is to your own professional development?
-
A lot Some Very little ' ,  None
[1...... C1...... P T PO L]
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1.

PERSONAL WORK ENVIRONMENT

Assignments

Indicate which one of the f0110w1ng best descr1bes your usﬁa] teaching
situation?

Do you currept]y work in this school:

L]
L]

Teach alone in a self-contained classroom

Member of a teaching team

Teach with one or more aides

Teach alone-with regular assistance from a specialist

- Jeach with a student teacher

Teach in a self-contained classroom with informal assistance from
one or more teachers
o

Full time
Part time

How many years have you worked in"fhis schcol?

How many years have you worked for this school district?

Do you have another paying job? (Mark only one)

Yes, during the .school year only °
Yes, during the summer only

Yes, during the entire year

No 4

which of the following subject areas do you currently teach?

Engl1sh/Read1ng/Language Arts . . . . . ..

Math

Social SCTences « ¢ ¢ + v v 4 o e e 0 e e s
Physical/Natural Sc1ences e e ae e e
Computer SCIiences . « v v v v o o o o o o«
THe ArtS o « & o o o o % o o s s o o o o o o
Foréign Language . « « « ¢ « o ¢ o o ¢ o o &
Industrial ArtS « ¢ o & & o o o o o o o o s
Business Education « « « « ¢« « ¢ o ¢ o o o
Home Economics '« . .+ . . e e e e e e e e
Physical Education . . . « « ¢« « « « . . <.t
Special Education . . . . . . e e e e e e

== errIr e
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7. What percentages of your tynical work day are spent in the following

activities?
teaching . « « « « ¢« o o « e e e e %
preparation . . . ¢ . e e 0 e e %
.other school-related . « . « .« « « & ________%
personal (e.g., lunch) . . . . . . . %
1 0 0 %
Satisfaction

.. 8. Hypothetically, which one of the following reasons would most likely
cause you to leave your present position?

More money

Severe staff conflict

Higher status job

Inadequate physical plant and materials

Personal conflict with the administration

Personal frustration or lack of satisfaction with my own job
performance R : -
Difficult student population (or the charagteristics of the student
population) '

[aa |

—J U VS U WS Y Y S

\

9.. Which one of your regu]ér daily work aétivities do you like best and

which one do you like least?
(Mark onTy one in each column)

‘ Best Least
Teaching (actual instruction) . . . « ¢ « « v o o v v @ .. [
+ Teaching preparation (planning and preparing - )

Tessons, getting supplies, setting up rooms, etc.) . . ..C01 []
Disciplining students « « « « «v v o v 0 0o . e e e e e e t1 (1
Working with individual students . . . . . e e e e e e s 1 [
Required classroom routines (roll call, dismissal, etc.). . . [ 1 []
External classroom disruptions (P.A. system, students.

taken out Of C1ass, €XC.) « ¢ v ¢ ¢« o o o e e e e e w1 (1
Testing and grading « « « « ¢ ¢ ¢ o o 0 e e 0. e e e . 1 €1
Required non-instructional duties (yard supervision, '

meetings, clerical, inventory, etc.) . . . . . Ce e e (1 1
Formal interaction with other staff members ’

(conferring, organizing, etc.) . . « « « « « . C e e e 31 €1
Informal interaction wit other staff members - ,

(Tounge, cafeteria, etC.) « « o o v v v o v v v v o v {1 €1
Interaction with parents . « « « « ¢ ¢ ¢« o o . e e e e {1 [1

10. How much help do you feel you have in' carrying vut your job?
[ ] Not enough - [ ] Adequate [ ] Too much

lead
oo
:—.
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11.

12.

13.

14,
- and teaching?

In general, how satisfied are you with the current teacher evaluation system
at this school?

[ ] Very satisfied [ ] Somewhat dissatisfied
[ ] Somewhat satisfied L 1 very dissatisfied

Indicate whether or not ydu would like to see the following changes in the
current evaluation procedures used at this school.

Yes No

Having different people do the evaluations . . . . . .. [ 1 [ ]

More frequent evaluations . . . . . e e e e e e e e e (1 (1

Modified/different criteria used « « + ¢ ¢ ¢« ¢ ¢ ¢« ¢ o (1 (1]

Less frequent evaluation . « « « « ¢ o ¢ o ¢ ¢ o o o o o [1 (1
Modi fied/different ways the results are

communicated 0 yoU « « v v v v v e b e e e e e e (1 (1

}
While vou are on the”job, do you find that the school buildings, grounds,
and fdcilities meet your needs:

Yes No
FOr work « o ¢ ¢ o 0 e 00 o e e e e e e e e e e (1 C]
For relaxation « « « « « « « + & e e e e e e PP (1 [1

How satisfied are you with ‘each of the following areas of your planning

"~ Very Mildly Mildly Very
. Satisfied Satisfied Dissatisfied D1ssat1sf1ed

Setting goals

and objectives . . . . [} ... 1....01.....10 1
Use of classroom space . . [ 1 . ..[J1....1[ 1.....01
Scheduling timeuse . « . .01 . ..C0T1....01..... (1]
Selecting instructional -

materials . . « .« ¢ o & ry...tl1....¢0 1.....01]
Evaluating students . . . .01 «..[1....01..... (]

Selecting content, - topics, ‘ '
and skills tobetaught L1 .. .[21.-..01...+..01-:

Grouping students for

SRStruCtion . .« v .+ v . [] ...07eeeolleen.nl]
Selecting teaching
techniques « « « « « « s [ 1 oo [T 0T, e
Selecting learning ' o i
activities « « ¢« « « .ty ... f31....07 000
\ 1~Lul
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ORGANIZATIONAL WGRK EMVIRONMENT
<

5

Physical Plant Ratings
. <
1. Based upon your experience in this and other schools, how would you "grade”
~he following aspects of the physical environment, using the traditional* A -

Fsgﬂe. A 8 c D F
Buildings (structural) . . . « « « « « - T1..031..03..01.. L1
Grounds (design) . « « ¢ « v v o oo oo r1..01..03..01.. [ ]
LIGRLiNG o o o o o o o o o o o o oo o [j..r31..01..01..¢C1
Decor (paint, etc.) . . « ¢ ¢« o o o . 3.0 00 . £1..01
Cleanliness . « « « « o o « « « .. r01. 0100000 r]
SPACE & o o e e e e e e e e e e ti3..01..03..03..L1
RESLIOOMS ‘o o o o o o o o o o o o o o o (j..01..01..021..C1
ClaSSIOOMS. « o o o o o o o o o o o o s o (1..01..01..01.. L1

* A= Exce]]eqt;-B = Good; C = Average; D = Poor; F = Failure

Professional Development

\ .
2.  Are teachers given released time for jn-service training programs?
[ 1 ves { 1No

3. What is the maximum number of released days for in-service available to
teachers per year? : :

4. In how many staff development programs‘have you participated during the last
year? '

Those injtiated by:

TCRCOT . « « ¢ o o o o o o o o o &
District/County . . . . . e e e
Other Outside Agencies . . . . . .

5. In general, about how often do you atttend in-service training programs?
[ 1 Never
[ 1 Once or twice per year
[ ] Several times per year or more

6. In general, are the in-service programs you have attended fonna11y
evaluated?

[ 73 Yes [ JnNo

7. Have you ever received the evaluation results of an in-service program you
: have attended? : '

[ ] Yes [ ] HNo
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Is it possible for ycu to arrange for another person to take over your class
so that you can be. free to prepare your -own work or engage in other
professional activities?

[ 1vYes [ 1No

9. How often do you observe instruction in classrooms other than your own?

Once or Three or more

Never Twice a Year Times a Year
in this school . . . . . . S [ P C1...... [1]
in other schools « « « « « v « « . [leeeoeoelTe oo [ ]

10. Below is a list of ways in which teachers from one school might have
professional contacts with teachers from other schools. Indicate how often
you have each of these types of contacts.

Type of Contact
, Fairly
. Often Occasionally Never

In-service classes or worksheps . . . . . Cl...... (l1..... 101
College COUrSeS v « v o o o o o & o o o o Cl1...... Cl.....10171.
Meetings of educational organizations . . [ 1. .. ... C1..... [ ]
Visiting other schools or receiving

visitors from other schools . . . . . (l...... Cl..... [1]
Formal conferences on specific topics - . [ 1. . ... .0 1..... []
District committees . . . . . . . . . .. Cl1...... Cl1..... (1]
Local, state or national ‘

government committees . . .« oo o . . Cl...... T1..... (]
Infc. mally arranged consultations to _

share problems, ideas, materials, etc. ry......>01..... L[]
Written correspondence . . . . . . . .. gcl1...... CIl1..... (]

11. Indicate: (1) whether or not any of the foliowing resource people are
available to you, “and (2) whether or not you have consulted with any of them
during the last year. '

(1) . (2)
Available Consulted
, Yes No . Yes No
District personnel . . . . . . . . . (1 (1 (1 [1
Intermediate educational ’
agency/county office . ... ..[1 [] (1 []
Consultants for state or : .
. federal projects/agencies . . . . [ 1 [ ] 01 [1
Sentiments:
12. How do you feel about the amount of time (e.g., released days) that you get

per year for in-service/staff development?
[ 1 Not.enough. How many more released days would you want?

[ 1 Too much. How many fewer released days would you want?
[ 1 Just right. : ' .
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13.

14.

15.

16.

17.

“ how would you feel about these possibilities?

Your own attitude . . ¢ o o . e e - e ry1..... rl..... :

In general, how would you "grade" the in-service/staff development programs
you have attended over the past year in terms of their contribution to your
own professional growth?

Those initiated by: A B C_ D F
TEROOT + + + + + - o o o o s e e e e ri1..071..01 [i1..01
District/COURTY « o o o o o o = o + ¢+ ¢ [1..01..01 r1..01
Other outside agencies . « « « « « « « « [ [i1..°01 [1..01

/
Do you feel that you enough opportunities to cbsere what goes on in other
classrooms?

in this school? [ Jyes [ INo

How many times per year would you 1ike?
in other schools? [ Ives [ INo '

How many times per year would you 1ike?

In general, how much help do you feel professional contacts with other
teachers in other schools are to your own pro” ssional development?

[ TA ot [ ] Some [ ] very little [ 1 None

Indicate howAvaTuab1e the following help has been to you. )
Very Of moderate Of only a Of practically

' ‘ .valuable value 1ittle value no value
District personnel . . . . L1 ... ry3....031..... L1
Intermediate educational

agency/county office . r31 ...03....0%..... L]

Consultants for state or
federal projects,

agencies . . « « o o ¢ [y ...03....03...." [1]

1f the circumstances of teaching as a professibn could be radically altered,

Strongly  Mildly :
' Endorse Endorse Reject
a. An 11- month salaried year with 2 sumer
months devoted to staff development and ptanning. [ 1 . . . [1...0]1]
b. Four days per week of classroom instruction; one :
day per week staff develoment and planning
(Students receive instruction all 5 days per

week) « o . e e e S A R r1...0131...01

To what extent do you feel that the following factors mitigate against .
quality staff development? : ‘

To a Large To Some Not At
' Extent Extent . Al
Principal's attitude . .« . o o o oo .- [3..... [3..... L]
District office attitude . . « « « « « « [l1...000304... L1
Parent/community attitude . . . . o . . . . r1..... r1.....: L1
School board attitude o o ¢ o o e e o oo £1..... r1.....0]1
Teacher union attitude . . « « « « « ¢ - - r1......071..... E %



Contact/Comnunication

Activities:

19. About how many meetings of the total school staff have you attended this

year?
[1AN : [ 1 Most
[ ] Few ~ [ 7 None

20. (Secondary teachers only.) About how many meetings of your department staff
have you attended this year?

[ 1A [ ] Most
[ ]Few [ ] None

21. For approximately what percentage of the teaching staff do you feel you know
each of the following things?

a. The way they behave witn students . . . . . . . . o %
b. Their job competence . . . . . e r e e e e e o %

c. Their educational beliefs « v ¢« ¢ ¢« ¢ ¢ ¢ ¢« ¢« o« & %

22. 1Indicate: (A) How often do you talk with non-teaching professionals (e.g.,
guidance counselors, curriculum/special education specialists), and (B) who
usually initiates these discussions?

A . B
[ ] Once per day [ ] Once per month ~ [ 1 Nen-teaching professional
[ ] Once per week [ 1 Never [ ] You

23. Indicate: (A) How often you talk with your principal for each of the
following purposes and {B) who usually initiates these discussions.

) A B
Once per Once per Onc? per ) _

, Day Week Month (or less) Never Principal You

Pupil discipline . =~ L J .. .L 1. . ... r1....1T7.. . 171...0I7
Curriculum or

instruction Ji...071..... [3 .0 L[01...01

Parent(s) . .....[T1...01..... [1....01 LL1. ..

Staff relations . . .[J...[1..... [1] .01 .L01.. .01

Own job/performance. .[ ] CI.+... [ 1] L] S I R

24. Does the principal engage in formal classroom observation at this schgoi?
[ 1Yes [ INo
25. How many times has (did) the principal observed (observe) your classroom(s):

this year?

last year?
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26. Which of the following best describes the principal's feedback to you
following classroom observation?
a. Feedback occurs: h. Feedback generally concerns:
[ ] never [ ] Instructional issues
[ ] sometimes, informally [ ] Non-instructional issues
[ ] always, post-observation ,
conversation
Sentiments:
27. MWould you say that your total staff meetings are usually concerned with
matters that are:
[ ] Very important to your own job
[ ] Moderately important to your Own job
[ ] of little importance to your own job
[ ] Mot at all important to your Own job
28. (Secondary teachers only.)} Would you say that your department meetings are
usually conccrned with matters that are:
[ ] very jmportant to your own job
[ 7 Moderately ‘important to your oOwn job
[ ] of little importance to your O«n job
[ 1 Not at ail important to your Own job
29. How important do you think it is for all members of this staff to know quite
a bit about what is actually being taught at different grade levels or in
different departments in this school? :
{ 1 Very important [ ] Moderately important
[ ] of only little importance [ ] Not at all important.
30. In talking with your principal about each of the following issues, indicate:

(A) how helpful these discussions are (or would be) and (B) how often you
would like to have these discussions.

A ) B
“Very Somewhat Not very Wore Mbout the Less
Purpose Helpful  Helpful Helpful Often Same Often

pupil discipline . . . [ LR N A I R g1...01...01
Curriculum or

instruction . . . . L 1. - R I PP N RPN t1...01
Parent{s) . « « « « - ty1...071... r]1....001... {1...01
Staff relations .1 01,003 J1...071.. 1]
My own job

performance . . . - [ ] r1...01.0..0 0. ! J1

126
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31. To what extent do you agree or disagree with the following statements

pertaining to your schooi's work environment:

usua]lE

6 = strongly agree 3 = mldly disagree
£ = moderately agree 2 = moderately disagree
4 = mildly agree 1 = strongly disagree
6 5 4 3 1
(1) Staff members have all of the information
they need to have in order to do their
GObS WETTl: v v v v v v v o 0w e SRR s PR [ PR I PR s PR I PO N
(2) Information is shared between teachers :
from different departments, teams, or
grade Tevels o « o o o o o o o o o o o o o e ri3...i1..01..01..01. .01
(3) The principal knows the problems faced by
the staff. o v v o v v o v v v v v v o0 e C1..01..01..01..01 .01
(4) Staff members don't listen to each other . .[ 1. .[ 1. .[L 1. .0 1. .0 1. .[1
(5) ‘Meetings are usually dominated by a few
individualse « « o ¢« o o 0 0 o s 0 0 0 e e ry.01..01..01. 0101
(6) Information is shared between teachers
within the same department, team, or
grade Tevel. « v v o v o o o o 0 0 o000 r1..31..03..01..0131..C1
(7) The principal frequently seeks out the
jdeas of staff members . . . « « « « « ¢ ¢ . r1..01..01. .01 .01 .C1
(8) Staff members feel free to communicate '
with the principal « « « « ¢ « ¢ ¢ o ¢ o o & r1..01..01..01. .01 .01
(9) Staff members have vaguely defined roies . .[ 1. .0 1. .0 1. .[ Jo L 1. .[1]
(10) Goals and priorities for this school are .
ClEAT. o o = o o o o o o o o o o o o s o oo ri1..01..3. .01 .01 .1
(12) My work objectives are very clear and ;
specific; .1 know exactly what'I am to do ,
as a staff member. . . . . . . . . PR I PR N P A P 1. .01
(13) The principal lets staff members know what : ‘
is expected of them. . . . v . . . . .. JR I PR I PR s PR () PR I PR I
{14) The role of the principal is clearly
understood by staff members. . . . .« .« . . (1..01..01..01..031 .1
Problems/Problem-Solving/Decision-Making )
Activities:
32. School staffs may work on problems in a total group effort, or they may
tackle problems in subgroups. Think about the way your staff works

on problems. Which one of the following statements best describes the way

your 'school” staff works?

[ 7 This staff works on most problems as a total group..
[ ] Most problems are dealt with in subgroups of staff members.
[ 1 Troblems are dealt with nearly equally as often both as a total group

and in subgroups.
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33.

34.

In the past year, how many hours of staff interaction time has been devoted
to establishing and for reinforcing a procedure or process for solving
problems at this school?

If you were to envision the typical problem-solving process at this school,
how would you allocate percentages of time spent to the following categories:

Problem focused:

Dialogue. « o « o o o o ¢ o o s - %
Decision-making « « « o « « o o o o %
Action-taking « « « « ¢ « ¢ o o ¢ ______;____}
Evaluation. « « o o o o o o o o o o %
Non-problem focussed activities . .-.LL__________}
100%
Sentiments:
35. Below is a list of things that could be problems at.any school.

(A) For each one, indicate the extent o which you think it is a problem
at this school.

(B) Choose the one biggest problem at this school.
(Mark only one) '

. A B
Not a Minor Major THE ONE
problem Problem Problem Biggest Problem
a. Student misbehavior . . . TT7T1..-CJT ... L]
b. Poor curriculum . . « « « [1 .01...01 A
c. Prejudice/Racial conflict . L] I P A
d. Drug/Alcohol use. . « « « - [1] N T P .. L]
e. Poor teacher or teaching. . [1...01...01 oL ]
f. School too large/Classes ‘
overcrowded . . .+ « « « o o [1...01...01 .1
g. Teachers don't dicipline
StudentSe « « o o o o o o o {1 .01...01 .01
h. Busing for integration. . . 1 I01...01 .1

i. Inadequate or inappropriate
distribution of resources
(e.g.; personnel, buildings,
equipment, and materials) . [ 1. ..01... .0

j. The administration at this ‘

SCho0l. + o ¢ wne o o o o o [1...001...1 1. 4. . [1

k. Lack of student interest
(poor school spirit, don't
want to learn). . « « « « « [1...03...073. - [1]

m~
—
.
.
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36.

37.

38.

- 39.

A ' B

Not a Minor Major THE ONE
problem Problem Problem Biggest Problem
1. Federai, state or local
policies and regulations
that interfere with
education « « « + + ¢ o o . t3...071...073.4g...01
m. Desegregation . . . « . . . t3...071...071.+...01
n. Lack of parent interest/
SUPPOTE « ¢ o o o o o o o & ty3...031...01.....01

0. Lack of staff interest in
good school-community

relations . « « « « o . SRR [ TR ) AR I (PR ISR |
ti... N

p. Student language problems . L] L1..4. L]
q. How the school is organized

(class schedules, not enough

time for lunch, passing _

periods, etc.). . . . . . . t1...03...03++...01
r. Staff relations . . . . . . t1...701...071.. L]
s. Standards for graduation and

academic requivements . . . [ ] 01, .00 4.0
t. Vandalism . . . « « . . . . tl...01...0%3.«...01

How many members of this staff do you think are spending a 1ot of the time
and effort on those problems which you marked as major? :

Yery Moderate Considerable  Almost
Few Some Number Number All ,
10% 33% 67% 90% 100%
| | | | |
[] [] (1] (] (1]

-What do you think are the chances for success in sb]ving those problems which

you marked as major?

[ ] Very good chance
[ 1] About 50-50

[ 1 Very little chance

How often do important prob]em—solvving activities occur in staff meetings?
Always Fairly Often Occasionally Very Little Never
[T..... A [1......" [1....0]

To what extent do you agree or disagree with the following statements
pertaining to your school's work environment:

6 = strongly agree 3 = mldly disagree
" 5 = moderately agree 2 = moderately disagree
4 = mildly .agree 1 = strongly disagree

hE
o -
o
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(2)

(3)

(4)
(5)
(6)

(7)
(8)
(9)

when decisions are made, it is usually
clear what needs to be done to carry

LHEM OULe o o o o o o o o o o o o s s s o o L

People do a good job of examining a lot

of alternative solutions to problems before
deciding to try one « « « « ¢« o o . . N
The principal usually makes most of the
important decisions that affect this

SChOOT. &« ¢ o o o o o e e e e e e e e e L
People are involved in making decisions
which affect them « « « o o o o o o « o & o L
when a problem comes up, this school has
viable procedures for working on it . . . .
The staff usually makes most of the
important decisions that affect this

SCHOOTe « o o o o o o o o o o o o s o o o o L
I feel that I can have input regarding
important decisions that affect me. . . . . L
We 'solve problems; we don't just talk

bOUL ThEM. « o « o o o o o o o o s o s o o L
The principal usually consults with other

[gma |

- staff members before he/she makes decisions

(10)
(11)

(12)
(13)
(14)
(15)
(16)
(17)

(18)

(19)
(20)

that affect theM. .« « 4 « o« ¢« o ¢ o o o o L
The staff makes good decisions and solves
problams well « « « « ¢ o o« o & v e e e e L
1f 1 have a school-related problem, I feel
there are channels open to try to get the
problem resolved. « « « o ¢ o ¢ o o o .. e L
The principal uses group meetings to solve
important school problems . . . « . « « « . L
It is often unclear as to who can make
deCiSTONS « o o o o o o o o o o o o o o o o L
After decisions are made, nothing is

usually done about them . . . . « .« o « « . L
Decisions are made by people who have the
most adequate and accurate, information. . . L
Problefis are recognized and worked on;

they are not allowed to slide . . . . . . . L
Conflicts between the principal and one

or more staff members are not easily
resOTVEd. & ¢ o o o o o o o o o o e e e o [
The principal tries to deal with conflict
constructively; not just "keep the 1id

on."e « . . e e e s e e e s e e e e L
Conflicts are almost always avoided,

denied, or suppressed « . « ¢+ o o o o oo L
Conflicts are almost always accepted as
necessary and desirable . . . . . ¢« o ¢ . . L

1.017.

3

1.017.
L.

1.07.
1.07.
L.
L.
L.
L.

L.

L1,
L.
L1

L]
.L].
.L].

L.

.L1.
L.
L[],
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_(21) When conflicts occur between the staff
members, they handle them constructively
rather than destructively . . . « ¢« ¢« « « & [

(22) The principal helps staff members settle
their differences « « « « « v ¢ o ¢ o o « [
(23) The principal sets priorities, makes plans,
and sees that they are carried out. . . . . [
(24) In faculty meetings, there is the fee11ng
of "let's get things done.'
(25) The staff is task oriented; there is little
wasted time and jobs get completed. . . . . [
(26) The principal sees to it that staff members
perform their tasks well. . . . . . « . . . [
(27) Staff members maintain high standards of

(28) Staff meetings are generally reserved for
important matters -- not trivial ones . . . [
(29) Routine duties interfere with the job of
teaChing. v v v o ¢ o o o o o o 0 o 0 0 . . L
(30) Other staff members help me find ways to
doabetter Job « « v ¢ v 4 o o e o e 0 .o [
(31) The principal helps staff members to
improve their performance . . . . . . . . . [
(32) Activities and schedu]es are sensibly
Organized « « « ¢ e.o'e o o e o 00 e .. L
(33) Necessary materials, personnel, etc., are
readily available as needed by the staff. . [
(34) Excessive rules, administrative details,’
and red tape make it difficult to get

things done « « « v v ¢ o o o 0 o 0 o 0. []1.

 (35) The staffyis continually evaluating its
progrmnség:d activities and attempting to

change them for the better ......... [1.

(36) Teachers prefer the "tried ‘and true"; they
see no reason to seek new ways of teaching
and 1earning. « « « v o« o ¢ o ce 0 .0
(37) The principal encourages teachers to

experiment with their teaching. . . . . .. (1.

(38) Teachers are continually learning and

seeking new ideas . « « « « o o o 0 o 0. . (1.

(39) The principal would be willing to take a
chance on anew idea. « « o v v v o o o & . (]
(40) Teachers encourage each other .to experiment
with their teaching . « « « « v v v o v o . (]
(41) Teachers would be willing to take a chance

ONn @ New idea « v + « o ¢ o o o o o o o o s (1.

(42) The principal is continually learning;

seeking new ideas . . « « ¢« o . o 4 0 e .. ri1.

(43) Staff members are tolerant of each others
opinions even if those opinions are

~ different from theirown. . . . . .. ... (1.

]
]
]
]
]
]
performance for themselves. . . . . . . ... (1.
]
]
]
]
]
]

. .

.
[an ]

. . .

. ) . . . .
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(44) The principal has a strora need for order
and certainty; he/she ha. .ittle tolerance
For ADIQUILY « « « o e e e e [1.00.01.01.01.07
(45) Staff members are flexible; they can '
reconsider their positions on issues and
are willing to change their minds . . . . . ry1.r031.01.01.01.01
(46) The staff has a strong need for order and '
certainty; they have little tolerance for
AmbiQUiLY « o o ¢« o o o o0 e o . ...[03. 1.0 01000
(47) The principal c6uld accept staff decisions
even if he/she were not to agree with them. [ 1 .1 1j.01.031.01.01.

40. Which of the following statements do you believe to be gehera11y true or
false regarding formal efforts at school improvement?

‘ True False ?

(1) We have systematic ways of assessing the areas

in need Of improvement . « « « ¢ o o o o e s e oo £1..0131..01
(2) We have specific pians for school improvement, but

they do not match our needs. . . « « « « « - PR t1..0131..01
(3) We have specific plans for school improvement’that o o

meet our needs « o ¢ o o o oo o o e e e e e e e e ty1..1013. r/[ ]~

. (4) We have systematic ways of assessing our progress in ’

school improvement . . . . . . e e e e e e s ARV 1 RSP S IO I
(5) We have enough time to carry out our school improve-

ment activities. « « « ¢« ¢« ¢ ¢ o e e e [1..01..01

Influence, Control and Leadership
. TNote: Nearly every item here and elsewhere that refers directly to the
principal, can be included in a general construct such as "Principal Leadership".)

41. How much control do you have overall in how you carry out your own job?

[ 1 Complete
L1 Alot
v [ 1 Some.
[ 1 Little
[ T None
42. Is the amount of control that you have over job: i

[ ] Less than you like to have -
[ 1 7bout the amount you 1ike to have
[ 1 More than you like to have
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43. Melow is a list of people and organizations who mjght maka- decisions for this

school.

44. To what eitent do you agree or disagree with
pertaining to your school's work enviromment:

6 = strongly agree ‘ 3 =mil
5 = moderately agree 2 = mod
4 = mildly agree . 1=
6
(1) 1 feel like I always have to "go along T
with the group" in this school . . . . . . L
(2) The principal is reluctant to allow staff
members any freedom of action. . . . . . . [

(3) 1t is possible for teachers to deviate
from prescribed curricula for the

school . . . . . o e e e e e e e e e e [
(4) Staff members can do their work in the way
they think isbest . . . . .. .. .. .. (
TQ 21
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FIRST: How much influence |[SECOND: How much influence
FOR EACH PERSON.._I> does each NOW HAVE in makingjdo you think each .SHOULD
OR ORGANIZATION decisions for this school? [HAVE?
A Tot of Some ~No A lot of Some No
influence influence influence |influence influenze influence
Parent-teacher '
organization ... [ 1. . ..[CJ....C1...0)...03...[]
Teachers at this - :

. school . . . .. (i1....01....01. S I PO [ PR
Community at large [ 1 . . . .[1....[1. S I IR [ PR I
School District

Superintendent . [ 1. . . .[ 1. L] S I R I I
Students . . . .. [ 1. ...[]. T O e I e I e
Principalez. « « - [ J . .. .[1]. S I PO IR IV R [ PR B
School Advisory

Council. « « . . [ ] L], L. L] 0100001
Parents. . . . . . [ ] L. LL1.1. .0 R I R
School Board o

members. . . . . (] .L1. .0]. N N R R R
Teachers' unions

and associations [ ] . . . .[]. R S N PR N IR
City lawmakers . . [ ] L], T N S A P I B
State lawmakers. . [ ] .L]. .01, S I O I e
Federal lawmakers. [ ] .LJ. L. 3. ..03...01
Special interest . .

groups . . . . . (1. .01, L1, B O I e

the fo]]owing'statements

dly disagree
erately disagree

strongly disagree

1.01.
1.01.

C1.
(1.

(1.
(1.

o
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45. The responsibilities that teachers have vary from school to school.
Sometimes these responsibilities are small in number, sbmetimes they are
Jarge in number. Below 1s a 1ist of some of the things about which teachers’

.~ may help make decisions. Please indicate how much influence the teachers at
> your school have in decisions made about each of the following:

A Yot of . Some No
. influence influence influence
(1) Changes in curriculum. . . « « « « - [y....03....01
(2) Instructional methods that are used »
© in ClaSSrOOMS. o o s o o o o oo oo o [1....01 L1
(3) Standards of pupil :behavior in
theis own ClasSroOMS « « « o o o o o {1....01 [1
(4) Standards of pupil behavior in halls
and on playground. . . . . . e e o] r1. [1]
(5) Daily schedule in their own
ClasSrOOM. « « = « « o o o o o o o o 1. [1] {1
(6) Daily school schedule for students . [ ] . [1] []
(7} Special behavior problems with
jndividual pupils. « « « ¢ ¢ ¢ ¢ o £1. {1 {1
(8) Special all school affairs, such as -
open house, assemblies, etc. . . . . r1. [1] [1
(9) Committing the staff to participate -
: in special projects or innovations . [31....03....01]
. (10) Community relations policy ... . . . [3....03....01
(11) School publications. « « « « « « « 1. [1] {1
(12) Unusual problems that affect the
whole school . . . . . S e e e e e s (31....01 .[1]
(13) Time of staff meetings . /. . . « . [ 1....01 . L1
(14) Content of staff meetings. . . . . . r3....071.. [ 1]
(15) The way in which staff meetings . .
are conducted. « .« ¢« o 4 e e e e .. 1. £1.. L]
16) Arrangements for parent conferences. 1. {1 {1
(17) Assignments for teacher duties
outside of classrooms (yard duty, y
BEC.)e o o o o o o 0 00 s EPURPS [ .L 3. L]
(18) Planning social gatherings of school
© GtAff. .« e e e e e e e e e e s e e {1....01. L]
(19) Standards of dress for pupils. . . . ry3....017. L]
(20) Standards of dress for staff . . . . (1....073. L[]
(21) Assigning pupils to classes. . . . . rj....r2....01
(22) Assigning teachers to classes. . . . ri1. I L]
(23) Ways of reporting pupil progress to
Parents. o « o o s s e e e e s oo 1. R L]
(24) Preparing the school budget. . . . . 1. .L1. L]
(25)- Managing the funds available for
jnstructioanl PUrpoSeS « « « o o o o 1. L. .1
(26) Selecting volunteer teaching .
ASSTSTANLS o o o o o o o o s o o o o 1. L. .1
(27) Selecting paid teaching assistants . 1. .LT. L[]
(28) Selectipg part-time teachers for the
school staff « « o ¢ o 0 o s v v e e 1. .L1]. L]




46.

a7.

(29) Selecting full-time teachers for the

school staff . « . « « v ¢ v o - & & C1....073....01]
{(30) Evaluating the performance of

teaching assistants. . . . ¢ . . .. [ 1. ... (1....01
(31) Evaluating the performance of : R

full-time teachers « « « « « « o o (yj....031....01
(32) The dismissal and/or transfer of .

EACHETS & ¢ o « 4 o o o s 8 s o . . r(y....03....101

(33) Selecting administrative personnel '
to be assigned to the school . . . . [ J....0J3....[1,

Listed below are five >basons generally given by people when they are asked
why they do the things their superiors suggest or want them to do. Please

read all five carefully. Then number them according to their importance to
ts or wants you to

you as reasons for doing the things your principai sugnes

- do. Give rank "1" to the most important factor, "2" .. the next, etc.

(Check only one box for each reason, making sure -that you do not give the
same rank to more than one reason) o :
I do the things .my principal suggests or wants me to do because:

a. 1 admire the principal for personal

qualities, and I want to act in a RANK
way that merits the principal's '
respect and admiration . . . . . . . ... (r.cl1.01.01.01

b. 1 respect the principal's competence and
good judgment about things with which he/she

js more experienced than I . . . . . o o . . (1.031.031.0131.¢C1
c. The principal can give special help and

benefits to those who cooperate. . . . . . . 1.01.01.01.01]
d. The principal can apply pressure or :

penalize those who do not cooperate. . . . . ry1.031.01.013.¢01]

e. The principal has a legitimate right, in
that position, to expect that the
suggestions he/she gives will be carried

OUE. & o o e o o o o o o o o o o o o o o oo (1.031.01.013.01

Indicate how descriptive the following attributes are of the principle at
your school:

Very Somewhat Not at all
Descriptive Descriptive Descriptive
(1) Strong in leadership. . « « « « « .« & i 5 S [ R
(2 Clear in communication. . . « . . .+ . (1. A I e R
(3) Committed to instructional
' jmprovement « .« . 4 4 0 e . e e e .. (1. L[] .[]
(4) ~Rewards work well-done. . . . . . . . [J. .[1] [
(5) Provides feedback . . « - « « « ¢ o (1. ] L[]
(6) Promotes staff development. . . . . . L. .[1] .[1]
(7) Believes in accountability. . . . . . [3J. . L[] L[]
(8) Sets realistic standards. . . . . . . [J1. .1 .[1]
3
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Very Somewhat Not at all
Descriptive Descriptive Descriptive
{9) Personally involved in school
improvement . . . .« o 0 s 4 e ... r3....01....01
(10) Enthusiastic in spirit. « . .+ . « & rj....01....01

Staff Relationship

~Activities:

48. (Note: This item provides the necessary data for a sociometric analysis of
staff work patterns.)

For the following task, consider the word "staff" to mean all teachers,
.administrators and other non-teaching professionals. )

In the overall performance of their job, staff members may be formally
assigned to work together (such as teaching or administrative teams), or they
may work together in informal ways, or they may work primary on their own.

In the overall of YOUR job, with whom do YOU work host closely? Please list
no more than five staff members {teachers, administrators, or other

non-teaching professionals}, and Check whether you work with them "formally"
or "informally" as described above. ,

Formally Informally
1) | [] []
2 1 [
3 [] []
) | [] []
5) L] (]

If.you do not work Closely with anyone else on the staff, please
check here: [ 1]

49. How often do you meet 1nfonné]ly with other staff members in the "staff
Tounge"?

[ ] Frequently [ 1 Sometimes [ ] Seldm [} Never
Sd. Do you usually eat lunch

[ 1 by yourself?
[ ] with other staff?

s TQ 26
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51.

52.

(10)

(12)

(13).

- (14)
(15)
(16)

How many fairly good persona] friends in each of the following categor1es

wou]d you say you have in this: school?

‘ 0 12  3-5
Q. TEAChErS « « o o o o o o o s s « ry..031..01.
b. Administrators « « « « ¢« « o o o ry..0l1..01.
c. Non-teaching staff members . . . [ 1. .0 1. .[1.

Sentiments:

To what extent do you agree or disagree with the f0110w1ng statements

pertaining to your school's work environment:

= mildly disagree

. L] . :
i o

Lo
e o o

« o .
[ W B B d

L 4

137

6 = strongly agree 3
. 5 = moderately agree 2 = moderately disagree
4 = mildly agree 1 = strongly disagree
6 5 4
The administrator{s) and teachers colla-
berate in making the school run
effectively. « ¢ o v o ¢ o o o o o 0 0o e r1.01.03.03.01.01
The principal encourages "team work.". . . [ 1.0 1.01.01.01.1 ]
The staff can easily mobilize to cope ,
with unusual problems or work demands. . . [ J. [ 1.0 3.01.01.1L ]
There is a great deal of cooperative
effort among staff members . .« « ¢« .+ ¢ .« . r1.r01.01.03.01.01
There is an “every person for themselves"
attitude « ¢« ¢ ¢ v o e e e e e e e ee o e rj.cl1.01.031.01.01
. Staft members are recognwzed for a Job
Well dOn@. v v o o o o o o o o o s s o o o rl1.c031.01.01.013.1¢ ]
_ The principal inspires staff members to :
WOk Darde v v o v o o o o o o b e e e e £J3.031.01.01.01.01
Most people who are teaching in this
school find their job rewarding in other
than monetary Ways » « « o o « o o o o o o rl1.031.021.031.01.C1
Staff members create a highly reinforcing
environment, rewarding each other for
their efforts. « « o ¢« ¢ ¢ ¢ o « ¢ o o o o rj.cl.rt1.01.01.01
There are opportunities for advancement '
for staff members who work hard at this
SCHOOT v e o o o o o o o o o o s o o o o ry.r031.031.031.01.01
Conditions in this school motivate staff : \
members to work hard .-« ¢ 6 ¢ o0 o o o . ry.rJj.rti1.01.01.01
Staff members support and encourage the
Principale « o o ¢ o o o a0 e e e e e . cy1.c01.01.031.01.01
There is always someone in this school I . S
Can count ON v v v o o o o o o o o o o o = rj.cl.t2.01.01.01
Staff members support and encourage each
OthBre & v o o o« o s o o o o o o o o o s ‘ry.r1.2.01.01.01
The principal's behavior toward the staff ;
js supportive and encouraging. . « . . . . r1.031.031.01.01.¢01]
Staff members never get support and :
ENCOUTragement. « o« « o o o o s o o s o o o rj.cl.01.01.01.01
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(17) A friendly atmosphere prevails among the

Staff MEMDErS. e e v o o o o o o = o o o o [
(18) The principal 1ooks out for the persoral

wel fare of staff members . . « « « o ¢ .« .« [
(19) There is no real interest in the welfare

and happiness of those who work here . . . [
(20) New staff members are made to feel

welcome and part of the group. . . . . . . [
(21) 1 think the staff members care about me

A5 A PErSON. « o + o o o o o o o o o o o o [
(22) Teachers from one department, team, or

grade level have personal respect for

those from other departments, teams, or

grade Tevels « « v o o o o v o o 0 oo o [
'(23) Staff members are proud to be working in
this.SChCOT. « ¢ o o ¢ o o o s o o o o o« (
.{24) The morale of staff members is rather :
TOW. o o « o » 6 o s o o o o o s s o o o o
(25) 1 usually look forward to each working
day at this S€hool . « « « ¢ o ¢ ¢ ¢ o o & [
{26) In general, it is a waste of time for me
' to try to do my very best. . . . . . . . [
(27) Staff members have a high degree of com-

mitment to their Jobs. . . « « « ¢« ¢ ¢ o . (
(28) The staff members trust the principal. . . [
(29) In my work group (e.g., team, department,

grade level), we trust each other a great

. . . . .

. . . .

— — — —

. . . .

. . . . a
[ I

—

[dem
. .

—i — — — — —
. . .

—_—J — — — — —
. . . » . .
—i — — — — e
‘e ® . . . . .

[ N | [} [} m
—_—J — — — —

. . . 2

[ }

—_—t) — — — — —
e o . . . . .
[ o | m [} [} m
—_—t) — — — —

. . . .
[ N | [} [} m [} —
.

[ N | [}

.

QAT v v b e s w s e e e s b s e s e e e [ ]

(30) The principal trusts the staff members . . [
(31) When the principal acts as a spokesperson
for this school, he/she can be trusted
to fairly represent the needs and.interests

. o
(o X!
—
.« o
[ ame
T
.« o
(o X!
—
o o
(o
—
« o
(o X!
—

of the staff « « ¢« v o o o o o o o« o o o L]

(32) There are several staff members whori I
don't really trust very much . . « . « . . 3|
(33) Staff members don't really trust each
other enough « + « o« « o c o o o o o s o o i
(34) Staff members frequently discuss how they

s
[}

—l —
. .

. .
—
.

feel about'each other. « « + ¢ ¢ ¢ ¢« o «. & [1]

(35) There are cliques of teachers who make it

difficult to have an open climate. . . . . (1.

135
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CURRICULUM & INSTRUCTION

Notes: *

(a) A number of questions categorized elsewhere for different reasons
could alsoc be categorized here as well. See, for example, question 45 above.

(b) Many of the following questions could be asked in general and also in
reference to a particuiar class and/or a particular subject matter; those
requiring ceparate formats are so-indicated.

(c) Most question are appropriate for both elementary and secondary
levels; those requiring separate formats are so-indicated. :

Goals, Objectives and Expectations:

1. Indicate: (A) whether specific goals/objectives exist in writing at your
school for each subject area; (B) if you have them; and (C) if you use them.
(Note: Secondary teachers will respond only to the subject(s) they
usually teach.) .

Do they exist? Do you have Them? Do you use them?
Subject Yes No 2 Yes No ~ Often Sometimes Never
English/Reading/
Language Arts . . . L 1. .01 .0 ] .[1 .. J1...01...07. [1]
Mathematics » . . . [ 1.0 3. .03 [ ...00.. 1.0 1. []
Social Studies. . . .. .1 1 .C3....01..0) .03 L]
Science « « « ¢ o . . rj..o1..01. .03 ...01...0)..01. []
The Arts* . . . . . . [1..03..01. .0 loode o]0l
Foreign Language. . .[ 3. .0 1. .01 .[ 2. ...01...01...01. (]
Vocational/Career
Education . . « . . . r1..03..03. .0le..03..0)%...073...01
Physical Education. .[ J . .[ 1. .01 .01 ...01...011 ..1L 1...01

*Yisual arts, crafts, music, drama/theater,dance/movement, film, photography

2. Over the past school year, about how many hours have you spent with other
staff in work sessions dealing specifically with goals and objectives for
studnet learning? : ’
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Schools usually provide education in a variety of areas. However, some areas
may be more important at one school than at another.

As far as you can tell, how important d?gg—zhls SCHOOL think each of the
following areas is for the education of' stutdents at this school?

ry Somewhat  Somewhat Very
mportant Important Unimportant Unimportant

a. SOCIAL DEVELOPMENT

(instruction which helps
students learn to get along
with other students and
adults, prepares students
for social and civic responsi-
bility, develops student'
awareness and appreciation

of our own and other

(Cultures) « « o o o o o o o o o (1 ...0%. 0303 .... [1]

. INTELLECTUAL DEVELOPMENT

(Instruction in basic skills
in mathematics, reading, and
written and verbal communi-
cation, and in critical think-
ing and problem-solving abill-

FEIES) o o o o o o o o e o 0 o [y, ...03 ...00.... []

c. PERSONAL DEVELOPMENT

(Instruction which builds

self-confidence, creativity,

ability to think indepen-

dently, and self discipline. . .[ 1. . .. ry.. ... 1n.... [1]

~——

d. VOCATIONAL DEVELOPMENT

(Instruction which prepares
students for employment,
development of skills neces-
sary for getting a job, devel-
opment of awareness about
career choices and alterna-

4. Which one do you-think receives the most emphasis at this school? (Please
mark ONLY ONE.)

[ ] Social Deveiopment

[ ] Intellectual Development
[ ] personal Development

[ ] Vocational Development

Q l 1‘1() TQ 28




5; Regardless of how you answered the previous questions, how 1mportant do YOU
THINK each of these should be at th1s school? :

Very Somewhat  Somewhat - Very
Important Important Unimportant Unimportant
a. Social Development . . . . . . . c1....03....002.... (1]
b. Intellectual Development . . . .[ J. . . [ 1. .. .0 1. .. .. []
c. Personal Development . . . . . . (1l ...0%L...10 .... (1
d. Vocational Development . . . . [ 1. ... 1. .. .0"]. .. .. (]

6. If you had to choose only one, which do YOU THINK this schoo] should.
emphasize? (Please mark ORLY ONE.)

[ ] Social Development

[ ] Intellectual Development
[ 1 Personal Development

[ 1 Vocational Development

7. How much do you agree or disagree with each of the following statements about
behaviorally stated instructional objectives

Strongly  Mildly Mildly Strongly

Agree Agree Disagree Disagree
i Objectives should not be determined

TN AAVANCE « « o o o o o o o o o« o s (1...03....1 ...01
They assist me in evaluating student

Progress « o v o v o o e b0 e 00 o (1...02....01....1
They are difficuit to use. . . . FAY 1 (R I PR ) PR, I
They are built into the 1nstrupx1ona1

program I use. . . . . . . N I P ) PO
They don't reflect what I'm t¥ying

O d0: ¢ ¢ v bt h e e e e s e s e e (1...01. 1. .01
They take too much time to prepare . . .[ 1. ..[ 1. .% .01 ...[]
They assist students in knowing what

expected of them . . . « « v o ¢ o & & (1...02....01...1
They are too hard to write . . . . . . . (1...03....01....1
They are too simplistic tobe of value .L 1. . . [ 1. .. .0 1. .. .[]
They help me krow what and how to .

TEACH. v ¢ ¢ ¢ ¢ 4 4 e e e e e e e (1...02...01....01
They are more appropriate for some

subjects than others . . . . . S [ SO I PR () PR I
They help me evaluate my own teach-

TNGe o« o v o o are o o o v o o o o o r1...012....01....01
They can be used by others to eval-

. uate my own teaching . « « « « « « .« . ry1...[03....01...01

They can be used by others to eval-

uate me unfairly « « ¢« ¢ ¢« v v 0 . .. (1...03....01....01
Keeping records of student attain-

ment is too time consuming . . . . . . t1...02....01...01

_‘
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10.

11.

12.

13.

14.

(1)

(2)

(3)
(4)

(5)

What is your estimate of the percentage of teachers in this school who
believe that nearly all (say, 4/5ths or more} students can master basic
<kills with the proper instruction? %

What 1s'your estimate of the percentage of teachers in this school who
beljeve that student achievement is 1imited by student characteristics (e.g.
economic status, ethnicity, etc.)? %

On a scale of 1 to 10, where would you place the average staff expectation
Tevel for student achievement at this school?

[11 [21 031 041 (51 (61 [7] (8] [9]1 (101

_Extremely ‘  Extremely

Low , High

How realistic do you feel this expectation level 1o be?

[ 7 unrealistic and too optimistic
[ ] Unrealistic and too pesimistic
[ 1 Realistic

What percentage of students’ do you usually expect to complete adequately your
course (class) objective? _ %

(Elementary teachers may need to answer this for each content area.)

(Elementary) What percehtage of students does the staff at this school
usually expect to master basic skills at each grade level? . %

— v———

(Secondary) What percentage of students does the staff at this school usually
expect to graduate from senior high school? %

——— ———

What is your opinion on the following issues:

Strpngly  Mildly Mildly Strongly
Agree Agree Disagree Disagree

Average students don't get enough

attention at this school . « « « « « « - 01 ..01...073...0]1
Students should be able to leave school :

as early as age fourteen if they can

pass a standard examination. . . . . . . [3...01...03...01
Students are graded too hard at this X '
SCHOOT & o o o o o o o o o o o e e s [3...01...03...01

. Too many students are allowed to ‘graduate

from this school without learning very

MUCH o o o o o o o s o o o o o s o o oo r3...01...03... 1]

Students of both sexes get an equally good
education at this school « « « ¢ « + « [3...031...061...01
TQ 30
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(6)

(7)
(8)
(9)

-

Strongly Mildly Mildly Strongly
Agree Agree  Disagree Disagree

A1l high school students should be re-
quired to pass a standard exainination
to get a.high school diploma . . . . . . ty...01...01...01

Students are graded too easy at this . ' .
school + « ¢ o o v o e e e e e e e til...t1...031...01

Students of all races get an equally good
education at this school . . . « « . . . (1] N I O

High school students should have job ex-
perience as part of their school pro-

Orall « o o o o o o b b o e e e e e e e 1. ..

m,
)

[oaun ]
—
o

N R

(10) What students are learning in this school

is useful for what they need to know

0 (l...031...01...01

{11) What students are learning -in this school

witl be useful for what they will need
to know LATER in life. « . « « v ¢« « + & r3...r1...031...01

Instructional Planning:

15. How many paid hours of planning and preparation do you get per week planning
and preparing materials for each of the week for the classf{es that you
teach? .

16. Is this amount of time adequate?

[ ] Yes
[ TNo, I need _  additional hours per week.

17. (Elementary) approximately how much time do you usually spenrd pe: .week
planning and preparing materials for each of the . subject arear. .. at you are
teaching this year?

Hours Per Week
0-1 2-3 4-6 7-10 1il-15 16 or more

English/Reading/Language"Arts . . . . . (1..01..0L .03 .03 .0

Mathematics « « « o v v v o o o o o o o r(3..1. .02 .C3 . .i ] 0]

Social Studies. « v v v v o o e ... (1..03. .00 .08 «..01

The APtS. « « o o o o s o o o o o o o & (1..0) .01 .01 ..[] L]

Physical Education. « « « « ¢ « o ¢ « (3. .01..01. .43 ..01 0]

18. (Secondary) Approximately how much time do you usually spend psr week

planning and preparing material for this class? (Class must be specified in
format.)

1-15 Mours
6 or more hours

e 7Q 31



19. (Elementary) For each of the following subjeéts:

Are you teaching For the subject(s) that you are teaching, do you
it this year? teach it primarily as a single subject or primarily
in conjunction with other subject(s)
- As a With other
Yes No .singie subject subjects

Reading . . [ 1. .[] S I P [1]

Language

Arts. . .« . L 1. .[] SR s T (]

Mathematics [ 1. .[ ] S I T [1]

Social

Studies . . [ 1. .[ ] S (]

Science . . [ 1. .[] S P, []

Computer
“Science . . [ - .[] S I [1]

Art . . ..C1 .01 S [ T (]

Music . . - [ 1. .[ ] R 1 (]

Foreign :

Language. . [ 1. .[ ] S N L]

Physical

Education . [ 1. .[ ] R I L]

20. How much influence do each of the following have on what you teach in this

class?
A Lot Some Little None
District CONSUTLANtS ¢ « o ¢ o o o o « o o o o AR 2 PR R PR N PR |
State or district recmmended textbooks. o o ¢ o 0 o e o [ .01 .01 ..0
State curriculum guides. . « « « - - « - C e e e e e e [31..01..023..0
District curriculum guides . . . . e e e e e e e e s [3..01...013 ..0
Commercially prepared materfals. . . « o o o o o 0 o o o ti1. .01 ..01..L
Your owre background, interest, ard eApsiience. . ... . . [1. .01 ..01 ..0
Other tEACREIS « « « o « o v = &« = = » o s o o = o o o o [1. .01 ..013..0
Studencs' interests and abiliZias. o o e e e e e e e e [1..1. [] ..0
Parent Advisory.Council. « « - - « - - « « - e e e e (1. .01 (1 ..0
State equivalency EXamsSe « « « ¢ o s e e e oo e e 0 (i1..01...01..0
Teachers' UNfONS « « « o ¢ o v o o o o o s o o o o o o o [1. .1 []1. ..0

Y N Y N M Y S F I ) N | N R ) P

21. In defining the content of what you teach in this class, do you rely
primarily upon:

[ ] the textbook(s)

[ ] collection of material from
different sources

[ ] your own materials

(Elementary teachers may need to respond to 20 and 21 in reference to each subject
they teach.) . ’

144
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22. How useful is the content of this class for what your students need to krow
now? ' '
[ 1 Very useful
[ ] Somewhat useful
[ ] Somewhat useless
[ 1 Very useless

23. How useful is the content of this class for what your students will need to
know later in life?

[ 1 Very useful

[ ] Somewhat useful
[ ] Somewhat useless
[ ] Very useless

Instructional Materials:

{Note: The following item needs to be tailored to the specific subject matter(s)
of interest by adding/deleting various materials. Elementary teachers may respond
to one or wgre content areas: Secondary teachers may respond vith reference to
one or more classes/periods.)

24. Listed beow are some things that might be used in instruction in this
subject. Indicate (A; their availability; (B) how often you use them; and
{C) how useful you think each is (or would be) for student learning.

Avaiiable? . How often? How useful?
EK - Some- ' Some- Not
Yes No 2 gliently times Never Very what at all

\
(1) Textbooks . . [ J .0 J.[1] [}..07..01 C3..031..01
(2) Other books . [ J .0 J.[1] (l1..071..01 (J1..071..01
{3) Work sheets . L 1.0 1.0] (l1..01..01 C1..01..01
{4) Films, Film

strips, or

slides .. .[1.01.0] (1..07..0] C1..01..01
(5) Learning

Kits .. ..[1.071.01 Cl1..01..C01] (1..07..C01
(6) Games or _ :

simuiations . [ 1 .0 1.0 1] (l1..01..0]1] C1..07..01
(7) Newspapers «

or

magazines . .

L71.01 Cl1..01..C01 Cl1..07..0]

[}
[ S——
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25. How often does each of the following interfere with your classroom teaching?

Always or most Not Very Hardly ever
of the time Often Often or never

BUAGEt « o o o o o b e s e s e [1....03...03%.... (1]
Availability of materials :

or equipment . « « .+ o . o o o - [1....03...0 ... {1
Quality of materials

or equipment . « « o o o .« o o [1....03...03 ... £1-
Maintenance of equipment . . . . . [3e...03¢..00% ... 1

Space and facilities . . « . « . - (1....03...03 ... {1

Classroom Activities:

(Note: See previous note; the same modi fications would be made here for
activities.) -

26. Listed below are some things students might do when learning this subject.
Indicate: (A) how often they.do them and (B) how useful you think each is
“{or would be) for student learning. .

How often? How useful?

Activity Frequently Sometimes Never Very Somewhat Not at all

(1) Listen to me when I talk . . L 1. . {1...01 @3..01...01
(2) Watch me when I demon-
strate how to do some-

TNINGe o o o o 0 0 o o v o (1. t1...01 £1..01 (1]
(3) Go on field trips. . .« - 01...01...01 C1. 1 L1
(4) Do research and write re-

ports, stories, or poems . . [1...031...01 €1..01 (1]
(5) Listen to student reports. . 1. (j...01 C01..0]1 L]
(6) Listen to speakers who

come to class. « « o o . o 1. r1...01 ry..01 1]
(7) Have class discussions . . . 1. [1...01 [01..01 ]
(8) Build or draw things . . . . (1...01...01 01..01 L]
(9) Look at films, filmstrips,

or s1ides. « « « « o o o o ¢ (1...01...01 {y..0731...01
(10) Do problems or write

answers to questions . . « « [ ]. [1...01 C1..C01 {1
(11) Take tests or quizzes. . . - r1l1. £1...01 £1..0] {1
(12) Make films or recordings . . £71. (j...01 C1..C01 L]
(13) Act things out . « « « « « - £L1. t]...01 [(1..01 {1
(18) Read for fun or interest . . 1. £1...01 t1..01 {1
{15) Read for information . . . . £1. £1...01 r1..01 1
(16) Interview people . « « . . - t1. {1...01% £1..01 1
(17) Do projects or experiments

“that are already planned . . [ 7. £y1...01 t1..01 {1
(18) Do projects or experiments

that students plan . . . . . ry1...01...01 (1..03...01
(19) Use computers. . « « « « - .01. .0 {31 [1..01...C01
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Teaching Strategies

(Note: See previous note; modifications would need to be made here in terms of
how various levels of the cognitive taxonomy would be operationalized depending
\ upon content.) .

27. Listed below are some ways that a teacher might have students learn in this
suhject. Indicate: (A) how often you have students use these ways and;
(B) how useful they are (or would be) for student learning.

How often? How useful?
Strategy - Frequently Sometimes Never Very Somewhat Not at all
(1) Remember facts, dates,
words, names, places,
rules, or operations « « « . L J . . L 1. ..[] r1..01 ...01
{(2) Do number problems . . . . . ry1...031...03 €1..01 ...01
(3) Tell in their own words d '
what they have read, seen
orheard « « « + + o o o o . [y1...01...01 [1..01 L[]
{4) Use what they learn to '
- solve problems « « « « « .« .« r1...031....01 [031..01 [
{5) Make up their own stories,
plays,poems,orproblems.._[]...[]...[] r(y1..01 ...101

{6) Tell how stories, people,

ideas, problems or rules

are the same or different. . [ 1. ..01...03 [1..01 ...0]1
(7) Do experiments, take things

apart, or create new things. [ ] . . N I P L]
(8) Decide what is good about '

their projects or perfor-

mances, what needs to be

made better, and why . . . . [ 1. .. 1...[] ry1..031 ...071

r—
—t
.
—
—t

28. To what extent do you agree or'disagree with the following statements:

mildly disagree

6 = strorgly agree 3=
5 = moderately agree 2 = moderately disagree
4 = mildly agree "1 = strongly disagree

5 . 4 3 2 1

jon

(1) Learning is essentially a process of
increasing one's store of information about
the.various basic fields of knowledge. . . [ 1.1
(2) Before students are encouraged to exercise
- independent thought they should be thoroughly
' grounded in facts and rules about basic

SUDJECES o o o o o o o o o o o o o o s o o ry.riy.c1.01.031.01
(3) The teaching of basic skills and subject
matter is the most important function of
tJj.t3.01.01.01.01

the SChOOT & & v ¢ & o o o o o o o o« o o LJ1.
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(4) Student initiation and participation
in planning classroom activities are
essential to the maintenance of an .
effective classroom atmosphere « « . « . . L 1. [ 1.01.031.07.0]1

(5) When students are allowed to par- :
ticipate in the choice of activities,

discipline problems are generally averted. [ 1. [ 1.0 1.03.01.01
(6). When given a choice of activities, most

students select ‘what is best for them. . . L 1.0 1.01.01.01.0]1
(7) Student motivation is greatest when sStu-

. dents can gauge their own progress . . . . [ 1.0 1.01.01.01.101

(8) Students are motivated to -c better work

when they fell free to move around the

room while class is™in session . « . . « . ry.ctr1.t3.601.01.01
(9) There is too great an emphasis on keeping

order in most Cl1assrooms . « « « « o « o o ry.1.c1.01.0131.¢01
(10) An orderly classroom is the major pre-

requisite to effective learning. . . .. .[ 1.0 1.017. (1.073.°01]
(11) Students must be kept busy or they soon g '

get into trouble . . . . . . o 0o . 0. [1.01.03.031.03.C1
(12) Studznts need and should have more super-. ‘

vision than they usually get . . . . . .[1.r01.01.031.01.071]

(13) In the interest of good discipline, stu-

dents who repeatedly disrupt the class .

must be firmly purnished. « « « « « « « .« & r1.c1.01.01.01.¢C
(14) Proper control of a class is amply demon-

. strated when the students work quitely :

whﬂetheteacherisoutoftheroom.-..[].[].[].[].[].[]
{15) Good teacher-student relations are en- ' ‘

hanced when it clear that the teacher,

not the students, is in charge of class-

room activities. « « o o ¢ ¢ o o o o 0 o o rj.c1.c01.01.0131.013

e

29. In general, what percentage of time do you allocate to
‘ directed learning . %
learning by discovery . %

T 0 0%

30. Is there a written policy concerning homework at this school?

, [ ]vYes [ 1No
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31.

@

Is the policy regarding homework communicated in writing to

. Yes No ?
students? (1 (1 L[]
parents? . [ ] [1 []
“teachers? (1 (031 (1 s
32. Approximately how much time do you expect students in this class to spen? on
homework each day for this class? ;
[ J Ncne {
[ ] about half an hour g
[ ] About one hour
[ ] About two hours
[ 1 More than two hours
(E]ementary teachers may be asked to respond separately for each subject.)
33. What percentage of students in your class typically complete your homework
assignments? %
34. How do you feel generally about the amount of homework assigned to students
in this school?
[ ] Too littie
[ ] Too much
[ ] About right
Assessment: )
35. Are there regular formal (written or oral) presentations to the staff of each
of the following kinds of student test results?
Yes No ?
!
Commerically developed standardized !
achievement tests. . . . . e e e e e s L] (1 (1
State developed achievement tests. . . . . (] (1 €1
District-developed criterion ref-
erenced tests. . . . . e e e e e e e e s (] (1 [1
Competency-based tests « . « « « « . oL ] (1 (1
Teacher-made tesSts « o o o o o o o o o o o L] (1 (1
36. Over the past school year, about how many hours have you spend with other

staff imwork sessions dealing specifically with each of the following kinds

of test results:
# Hours

Comnerically developed standardized
achievement tests. « v « ¢« « ¢« ¢ & e e o s
State developed achievement tests. . . .
District-developed criterion ref-

rerenced tests. « . o . 0 0 oo e e e e e



37.°

38.

. . # Hours
Coipetency-basea tests . « . » o v v ¢ o o .
Teacher-made teStS . « o e o o v v o o o o e

For each of ;:fgilew#ng}kinds of tests, indicate how useful you fina them
for (A) evaluating the quality or effectiveness of your school, (B)
diagnosing student learning problems and (C) improving you teaching
effectiveness. '

Usefulness fof:

School Evaluation  Student Diagnosis Teacher fmprbvement
- Some-  Not Some- Not -Some- Not.
. Very what at all Very what at all Very what at all

Commerically -

deveioped,

standardized ) .

achievement - :

testS. » o o o o o (1¢1 (1 (1 (1¢(01 {1 t1 €1
State develop

ed achievement

st o .q1r1 01 0101

, 1 01 1
District-devel-

oped criterion '

referenced tests .L 1 [ 1 [ (1 017101 (1 1 [1
Competency-

based tests. . . L 1 [ 1 [] 1 01101 1 1 (1
Teacher-made ' ‘
TESES. w o o o o - t1101 01 31 t1¢t] 1 01 01

' L L . A
Listed below are some ways teachers obtain information to determine student
progress. Indicate how often you use each way in this class and how useful

- you think each one is or would be in helping you to evaluate students in this

subject.
. How often? : | How useful?

Frequently Sometimes Never Very Somewhat Not at all

(1) Have students take writ- ~

tén tests or quizzes . . [ 1. ..[1.. L] (1...01 ...01
(2) Have students make pro-

jects or do reports. . . [ 1. .01 (1..01 ...01
(3) Have students perform or

show how to do scmething L 2. . .0 1. .01 I 1..01 ...0C1
(4) Have students turn in : ’

classwork or homework. . [ 1. . .0 1. .L1 [»] R 0 RO

[
.

(Elementary teachers may respord to this question for each subject thut tney
teach.) ' )



39. For each of the following types of information about students, how frequently
do you use it and how useful do you (or would you) find it to be?

How often? How dsefu]?

Frequently Sometimes Never VYery Somewhat Not at all
(1) Teacher-made tests . . . . . [1...01 1 ri1..07 . L]
(2) Test accompanying textbook .
or kit materials . . . . . . [1...01] L2 031..071 . []
(3) Standardized achievement
testS. + o v v o o e ... 1] 1 [C1..01 . []
(4) Criterion-referenced-tests . [ 1. ..01...01 (J1..01 ...[]
(5) Aptitude/Ability tests . . .[J...0)...01. CJ..01 ...[]
(6) Diagnostic tests . . . .« . . r1...01...01 (1..07 . L]
(7) Teacher observation of
student performance and
behavior « « « « « « o SRR [ AU s PR S I F PR T PO A
(8) Teacher analysis of student
Classworke « « o « o « o o & r1....1...01 €31..01 ...01
{9) Student performance and be- ~
havior in previous.classes . [ 1. . ., 1...01 CJ1..01 ...[]
(10) Student preferences. . . . . ry1...t1...013 C1..°01 .01
. (11) Student grade level. . . . . (1...01...01 [1..0]1 L]

40. (Elementary) on the average, approximately how many hours per week do most of
your students receive instruction in each of the following subjects? Include
in your estimate all instruction that your students receive from you, other
teachers with whom you might team teach, specialists, and other school
personnel. :

Hours Per Week
. Reading . « « « « ¢ « o« & & & e e e e e e e
‘Language Arts . .« . e v e e e e e e e .
MathematiCs « « ¢ v o o ¢ ¢ o o s o o o o »
Social.Studies. « ¢ v v v e e e e 0. . s
SCIONCE o o ¢ ¢ o o o s o o o o o o o o o s
Computer Science. . « « « ¢ v v o o o o o & '
R
MUSTC & v v v o o o o o o o & - e e e e e e
Foreign Language. « « « « « « ¢ « « o ¢ « .
Physical Education. . « « « « « ¢ ¢« ¢ ¢« ¢ &

41. On the average, approximately what percentage of class time each day is spent
on the following?

Daily routines (getting started, passing out materials, taking
attendance, making announcements, messages, intercom, preparing
2O TEAVE) & o o v o o o e e e e e e e s e e e e e e e e e e e s o
' INSErUCtion « v ¢ « ¢ ¢ o o o o o o o b o s s s e o o e e e e e e
Getting Students to behave. « « « v ¢ v o v v e o e e e e e e e -
Remainder (e.g., social interaction): . . . . . s « ¢ v v v v v o v ™

70 39 151




42. How much infiuence does each cf the following sources have on how time is
allocated t. class instruct.on? How much should they have?

Influence they NCW have 1nfluence they SHOULD have
Source A "ot < e None Aot Some None
rrincipal « « ¢+ . . - r3...01..0] L3 ... 3]
District o= o . o+ Lo o010 L] [i3....03...01
SEULP v o o e e e e e rl...03...0] L3... ri....1
Schgol Board. « . . . - [l ..03...01 [....03...01]
Parents « « « « ¢ o o o ri...r01..0]1 03 .01 0]
Schonl staff (as
agroupl. « o o o o s - [1...01..01 [3....03....071
Individual teacher ‘
{or teacher team) . - - [ J. . - [ 1. ..l ] (1. ...03....1
StudentS. + « « ¢ o o - ri3...03...0]1 [y ...03...01

43, Do you feel that you could use class time more effectively for learning and
instruction if you had more instructional planning time? :

[ ] Definitely Yes [ ] Perhaps [ 1 Probably NOT

44. How do you know when students are actively engaged in learning?

How Useful?
Type of Evidence Very Tomewnat  Not at all
Eye CONt. St o o o o o o o o o o oo 1 s PR (s PPN I
, The way you structure class time. . .[ ... .01 . e e L1
The practice work you assign
during €1assS. « « o o o o 0 o oo e t3....03 ... [1]
.Student performance on this
practice WOrk « « + « o o o o oo e e £l ...0..... L]
] L3 ..... L]

Sumnary test results... . « « « « - ol

Space/Physical Enviromment:

45. 1Is there enough space in your classroor(s) for instructional purposes?
[ 7 Yes [ INo

46. 1Is the space in your classroom(<) easily arranged and rearranged for
#ifferent instructional purposes? ‘

[ ] Yes [ 1No

Fred
<
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47. How would you rate the following aspects of your classroom{s)?

Good Fair Poor

. Structural/Physical appearance . . . [ ]. . .[ ]J. . .[ ]
Lighting . . . . . b e e e e ae e r1...01...01
ventilation « « « v o o ¢ ev'e o103 L]
Climate control. « « « « o ¢ o o o« &« r3...03 ..01
Teacher/Student-made decor . . . . . Ci. .03 ..01

48. How much freedom do you have for making physical alterations in your
classroom? »

[ 1A ot [ 1 Some [ ] Little or none

Grouping and Individualization:

[

49. Check the box which most closely approximates'the percentage of time you
individualize instruction in each of the following ways.

Never or Always or
Almost Not Very A Moderate Almost
Never Often Amount Often  Always
. 0% 10% 33% 67% . 90% 100%
\ | | | | |——
‘ [] [] [1 [] []

Use of different objectives

for different students . . . . C1....01....0[1....7...[]
Use of different contents

for different students . . . . L 1. ...03....[3....01...[1
Use of different activ- -

ities for different

students « « v ¢« v o 0 . oo . “r1...J0731....01....01...1
Use of different instruc-

tional methods for dif- :

ferent students. . « « « .« . . rJj....o71....01....01...01
Use of different grcuping :

arrangements for differ- : .

ent students . . . . . . . . . (... 731....03....01...01

- Use of différent time
schedules for different

students . . . . o 0.0 .. e r1....071....031....01...1]

’-wS
A
C.
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50. Listed below are three ways students can work when learning this subject.
Indicate how often students work in each way in this class and how useful you
think each one is or would be for student learning in this subject.

How Often? How Useful?
Always or '
most of Not very Very Somewhat Somwhat Very
the time Often often Never useful useful useless useless
[1...0 [7..03. Alone.....03...07...01...01
[31...03..071..0171. .with a small
group .+ .+ o o - (1...031...0131...11
[]....01..071..07. .Mith the whole
class « « « » (3j...01...01. W]

(Elementary teachers may answer this question for each subject they teach.)

51. (Secondary) How would you describe this €lass in terms of student variations

in ability?

e

Low track (i.e., fairly homogeneous and Tow in ability)
Middle track (i.e., fairly homogeneous and average in ability)
High track (i.e., fairly homogeneous and high in ability)
Heterogeneous (i.e., mixture of tw? or more ability levels)

! )

52. (Elementary) Do you use homogeneoué ability grouping methods when you teach:

reading/language arts?
[ Jves [ 1No

If Yes: -Which of the
following best describes
this practice?

[ 1 Llong-term, i.e., group member-
ship is pretty much fixed over
several units or more

[ ] Short-term, i.e., group member-
ship is fixed only for one or
two units

[ ]Fluid, i.e., membership can.
change even daily or weekly
depending on individual needs

TQ 42

mathematics?
[ JYes [ 1No

If Yes: Which of the
folTowing best describe
this practice? .

[ ] Long-term

[ ] Short-term

[ 1Fluid




53. How frequently do you use cooperative learning® techniques in your classroom?
[ ] Often [ ] Seldom [ ] Never

*Small heterogeneous ability group of students working
together on a coimon task towards understanding and
mastery for all members.

54. How do you feel about the instructional use of cooperative learning
techniques?
Definitely YES Perhaps Probably NOT

(1) They help

(a) Tow ability students « « « » « « [ ]« « o« t J...01
(b) average ability students . . . .[ 1. ....0 J... L]
(c) high ability students . . . . . L J1..... L 1...01
~ (2) They hinder
(a) Tow ability kids « « « « « « . & L J..... L 1. L ]
(b) average abiitiy kids . . . « . . L J1..... L 1. [ ]
(c) high ability kids . . . « « « . L J1..... L 1] L ]
(3) They are difficult to
jmplement in the ciassroom . . . . . L J..... L 1...0 1
(4) They create additional disci-
pline and control problems . . . .. L J..... L 1...01
(5) They are too time consuming . . . . . L J1..... [-3...0 1

55. For approximately what percentage of students in this class are the materials
and content in.this subject appropriate, according to each of the following

criteria?
100% or About About About 0% or
Almost 75% 50% 25% Almost
A1l None
Ability level of students . .. .[ 1..[ 1.. r1..073..01
Ethnic or cultural back-
ground of students . . . . . . rJy..01..031..013..01]
Interests of students . . . . .. rJ1..03..031..073..01]
(Elementary teachers may respond to this question for each subject
they teach.) £

Overall Curriculum and Instruction Ratings:

&
55. How much control do you feel
y you have over decisions about
each of the following areas of
your planning and teaching?

Complete A lot Some Little None

Setting goals and objectives L1 L] [ ] L1 [ ]
Use of classroom space L] L] [ ] 1 [ 1]
Scheduling time use L] 1 L] [ ] 1

N\ ™




55. cont.

/T [ N |

Complete A lot Some  Little None

Scheduling instructional materials . [ 1. .( 1..C0 1..[ 1.
Evaluating students . . . « . . . . c1..03..01..01.
Selecting content, topics and

skills to be taught . . . . . . . c1..01..01..0 1.
'Grouping students for instruction . [ 1. . [ 1..01..0 1.
Selecting teaching techniques . . [ 1. .1 j..C1..0 1.
Selecting learning activities ry..01..01..0C 1.

' 56. How satisfied are you with each
oF the following ‘areas of your L
planning and teaching? Co. 0 Mildly Very

- A ~ Very . Mildly Dissa~ Dissa-
. Satisfied* Satisfied tisfied tisfied
Setting goals and opjectives . . . . [ 1. ..

tij...01. (1]

Use of classroom space « « « « « « « c1...0131...0 1. [ ]

Scheduling time use .« « « « « « « &« C31...0731...01. r 1

Selecting instructional materials . [ 1. .0 31...0 1. [ 1]

- Evaluating students < ¥ . ¢ . . . . ci1...071...0 1. [ 1]
Selecting content, topics and '

skills to be taught + « . « . . . (1...01...01. (1

Grouping students for instruction . [ 1. .. ti1...0 1. [ 1]

Selecting teaching techniques .L1...031...0 1. [ 1]

Selecting learning activities .01...0C1...0 1. [ 1]

57. How would you grade this school in terms of the job it is doing in providing
quality education in each of the following areas?

A8 C D

™

Basic Skills (Reading, Math, Oral and

Written Language) . . « « « e e e e e e c1.031.01.01.01
Career Preparation (Skills related to Sy

selecting vocations and professions : :

and in getting and keeping a job) . . . . . . r1.01.01.C1.C 1
Human Relations (Ability to work with

and get along with others) . . . . . . . .. Ci.c1.c1.01.C1
Critical and Independent Thinking

[Skills in thinking, problem solving, _

making decisions) « « « o o ¢ ¢ o 0 o o o . c1.01.01.01.C1
Humanities (Knowledge of and background '

in history, foreign languages, : :

philosophy and the arts)” . « « « « « o o ¢ & ri1.c1.031.01.C1

Sciences (Understanding of the physical -

""and Tife SCIences) .« « « « o ¢ o o o 0 o oo ci1.01.01.0 1.0 1
Responsibility {Ability to behave respon- .
~sibly in in¥eracting with others and
in making decisions) « . . « ¢ « o . . ... 1.0 1.0 1.0 1.0 1




57.

58.

59.

cont.
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. E 1.

, ' A B ¢ ] F
Life skills and Attitudes (Understand- h - -
* 7 ing essentials in dealing with adult
living, e.g., background in consumer .
s awareness, parenting skills, etc.) . . . [ 1.0 1.0 1.0 1.1
Health (Understanding and habits '
relative. to maintaining physical )
and emotional well being) . . . .. .0 1.0731.0 3.0 1.0
The Arts (Painting, drawing, crafts, .
music. drama, dance, photography,
FIlmmaking o o o o v 0 0 0 e e o SO [N NP SR S S SO [ A |
Overall, how would you grade the- teachers in this school in terms of their
. A B C 0 F
capability? . . . . . . . e e e e e e e e rCy1.071.0Y.01.0
training? .. . . . . .. e e e e e e t1.031.071.0 3.C
class performance? . . . « « « « . PP I N I SR CH (R R A
Overall, how would you grade this school in terms of the following:
' A.. B C D F
Setting goals and objectives . . . . . . . ry.0Cy.Cy.C31.0
Use of ClassSroom SPace « o« « « « o - o o 1. x.1.C0 0 10C
Use Of tiMe v v v v ¢ v v o v o o v o o ct1.01.0 3.0 71.CL
Use of instructional materials . . . . . . cJ1.01.01.0 1.¢C
Evaluating students . . . . . . .. . .. t3j.01.011.0 1.¢C
~ Selecting content, topics, and ’
skills to be taught « « « « « « ¢« o « &« C 1.0 1.0 31.071.¢C
Dealing with student variation . . . . .. 1.0 3.031.0731.¢L
Selecting teaching techniques. . . . . . . c1.01.011.0131.CL
Selecting learning activities. . . . . .. cy.c3.01.0 1.0
Coordinating curriculum across ' : ,
grades or within departments . . . . . . C 3.0 7.0 1.0 1.¢
Maintaining academic standards . . . . . . c1.01.C1.071.¢C
- Dealing with student discipline . . . . . . t1.01.011.01.C
Maintaining high expectations . : . . . . . Cy.cx.0 1.0 31:.¢C
for student progress
Principal involvement in
curriculum and instruction . . . . . . . t 1.0 1.0 1 [

e J
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TEACHER-STUDENT RELAT

IONS

1. In general, how-descriptive are the following
the quality of teacher-student relationships
evaluate the role of teachers; on the right,

Teachers ATTRIBUTE

atfributes in characterizing
at your school? On the left,
the role-of students.

Students

Extramely Reason- Barely  Not at
Descrip- ably De- Descrip- All De-
tive scriptive tive ‘scriptive

. Trustworthy

. Helpful . .
. Knowledgeable

. Cooperative
. Responsible

. Aloof .« . .« .

. Scared . . . .
. Rigid .. ..

'r-\r—u—u—u—u—u—u—u—u—!r—u—\r—u—ar—u—u—u—u—u—t
uuuuuuuuuuuuuuuu_fuuuu
L] . . L] . L) L) L] . L] L) L) L] . L] . L] . L) L)
r—il—‘!r—!r—\r—!r—\r—!r—\r—\r—!r—!r—\r—!r—!r—\r—\r—ﬂ—ir—ir—‘!
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How frequently does this school organized maj
activities/events such as ballgames, picnics,
{ ] nore than once a semester

1 once a semester

] once a year

J never

re
.

r~yr

. Friendly . . - .

. Interested . . .
. Supportive . . .

. Flexible . . . «
. Confident . . .

. Motivated . . .
. Communicative .

. Alienated . . .
. Resistant . . .
. Uninformed . . .

. Uncaring . . . »
. Cliquish . . . .

« Extrarely Reason- Barely Not at
‘Descrip- ably De- Descrip- All De-
tive scriptive tive | scrip

tive

.
~
—_

.

LI et L e e e
[ ] L] [ ] o e . [ ] L] L] L] [ ] -' [ ] L] [ ] [ ] [ ] L] [ ] [ ]
. . [ ] L] ° L] L] . L] . L] [ ] L] [ ] L] [ ] L]
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. o .
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r—u—u—u—u—u—ir—n—u—u—u—ﬂ—lr—u—u_—u—u—u—u—u,—t
L] . L) " o L] L] L] L] . L] L) .' L) L] L) v
L e e L L e e e e e e
. *« o o e o o @ « o o e e e e o o o o o
e o o o ° e o o o o o e o e © e o o .
uu'uuuuuuuuuuuuuuuuu

or teacher-student .
fundraisers,. etc.?

»

3. How often do you participate in these activities/events?

{ 1 more than once a semester
] once a semester

} once a year

] never

e

[ el e
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STUDENT RELATIONS

1. In general. how descriptive are the following attributes in characterizing
the quality of student-to-student interactions at your school?

Extremely Reasonably Barely = Not at All
Attribute Descriptive  Descriptive Descriptive Descriptive
Friendly . . . . ... (1..... (l1.....03.....C0]1
Trustworthy « « « « « « (1..... (3.0 (1]
Interested . . . . . . r1..... r1..... (13.....01
Supportive . . . . . . t31.....073..... (3..... (1]
Helpful . « « « « « « & (1..... [3l..... [3..... (]
Knowledgeable . . . . . (l..... [1..... [3..... ]
Flexible . . . . « « . [(3..... [1.....03..... 1]
Confident . « « « « « r1..... ry..... ry1..... (1]
Motivated . + « .« « . . ry]..... t1......073..... [1]
Cemmunicative « « « « . r1..... {J1.....01.....01
Cooperative « « . « .. [ 1. oo 0] £l..... ]
Responsible . . . . . . (l1..... (l.....073..... L]
Alienated « « « « « « ry1..... ry..... r1.....01
AlOOF & o = o o o o o o r1..... r(1..... [1..... [1]
Resistant « « ¢ ¢ « & C1..... Cy..... (y].....01
Scared . . .0 e oo o e r1..... r(1..... r1..... [ 3]
Rigid « « ¢« ¢ 0 o o o Tl1..... r1..... rl..... (1]
Uninformed . . . « . . C1..... ry.....~073..... (]
Uncaring. . « « « « « . (l..... (l..... (J].....[]
Cliquish .« . . . . .. C1..... r(ry]1..... ry]..... 1]

2. Wnich group do you think are the most popular students at this school?

[ ] Athletes

[ ] Members of gangs

[ ] Smart students

[ ] Members of student government
[ ] Good-looking students

[ ] wealthy students

3. What would your guess be as to the percentage of students who participate in
tne following extra-curricular activities at school?

Sports teams . . . o 0 0 o e e . . K %
Special interest clubs . . . . . . . . %
Student government . . . . . . s . . . %
Music, drama, other arts . . . . . . . %
Honor society. « « « « « ¢ o o & e %
School/community service « « « « « « . %
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SCHOOL-COMMUNITY RELATIONS

(Note: Most of the questions to follow will be worded to apply only to parents.
However, depending upon. your needs, the phrases "community members," “parents/
community," etc. could be easily substituted.)

1. Below is a list of sources
from which parents can get
information about their

children's school. > FIRST: Do you think it SECOND: Indicate
- would be USEFUL for ' whether or not this
FOR EACH SOURCE parents, even if it is school communicates
not used by this school? with parents in this
way.
Yes No Yes No ?
Parent-teacher conferences
(required or requested) . . . . . L 1..¢0 3. .L1.0 3.0 1
Report cards « « « « o « o o o o o tJ..031..].0131.0171.°01
Written progress reports . « « « « . t1..0 1. L01.0 1.0 1
Open House/Back to school night . . [ 1.. 1. 1.0 1.0 1
PTAMEELINGS « v o o o o ¢ o o o o+ t 1..0 1. .01.01.0 1
Advisory Council meetings . . . . . C1..031..1.01.C73.0C1
Principal o ¢ v o o o v e e e e e t 1..0 1. .L1.0 3.0 1
Teactiers (other than parent-
teacher conferences) . . . . . . r 1..0 3. .01.0 1.0 1
Counselors o v v o o o o o o 0 0 o e t 3..¢ 1. L031.0 1.0 1
Secretari€s . o o o o o o o o o0 o t1..0 1. 1.0 1.0 1]
School Board meetings . . . ... .[ 1. .0 1. LL1.00 1.0 ]
Grapevine .« o o ¢ o v v 0 o0 b o r 1..0 3. .L1.00 1.0 3
NEWSPAPEI'S o o « o o o o o o o o o o t1..0 1. 1.0 1.0 01
Radio or television . . . « « « o .« cJ1..03..¢p.02.01.01
Their child (children) . . . . . . . t1..01. 0.0 1.0 ]
Other students « « « o ¢ o « o o o t 3..0 1. LY. 3.0 ]
School newsletters/butletin . . . .[ 1..[ 1. 1.0 1.0 7]
Handbook « « o & o o o o o o « o o & t1..0 7. .L01.0 1.0 1]
Other parents . . « « « « « o« o = & r1..0 7. 031.0 3.0 1
2. Below is a list of som=
types of information this
school may have about
students. . s FIRST: Do you think it SECOND: Indicate
would be USEFUL for whether Or not you
FOR EACH SOURCE parents, even if you do report this informa-
not report this informa- tion to parents.
tion to them?
Yes No , Yes No ?
Attendance ... 01 by 1000
Behavior at sChool « « « « o o« & « & r31..031..1.c1.071.01]




cont.

5 FIRST: Do:you think it SECOND: Indicate
would be USEFUL for whether or not you
FOR EACH SOURCE narents, even if you do report this informa-
not report this informa- tion to parents.

tion to them?

Yes No Yes " No ?
Physical health .« « « o« o o ¢ ¢ « « L 3..0 1. L 1.0 1.0 1
Results of state or district tests . [ 1. .[ J. 1.0 1.0 1
Grades/Learning progress . . . . . . r 1..0 1. J 1.0 1.0 1.
work habits and study skills . . . .[ 1. .[ 1. 1.0 1.0 13-
Child's interests .« « « « « ¢ « « rJ1..031..1.01.0 1.0

How often do ycu make specific requests of parent for their support and help
at home with respect to the following areas? How often do you feel they make
genuine efforts to comply with these requests? :

Reguests? _ ,Comp]iancef
Freqg- Some- Not at Freq- Some-  Not at
quently times - _ All ouently  times  All
Attendance . . . . . r 1..071..0 1 RN [ PO I R
Homework . . « « « .« tJ..01..01] RO S A I R
Behavior . . . . . . rJ1..t0J3J..031..¢1..01..071..[ 1]
Remedial work . . .L 1..0 1..0 1..}1..01..0 1..0]1

To the extent that parents are not involved, indicate whether or not you think
each of the following is a major reason.

Yes No ?

Baby sitting/Childcare. . « « « « v « . . t1..01..01
Lack of transportation to

get to the school « « .« « v v v v v o L 1..01..0 1
Principal's and teachers' attitudes. . . .[ 1. .[ J1..[ ]
Conflict with their working hours. . . . . L J..0 3..0 1
Thi'r belief that it is the job

of the principal and the teachers

to run the school « ¢ ¢« ¢ ¢ v ¢ o o & t 1..071..01
Different languages spoken by the

school people and parent. . . . . . . . t 3..0 731..0 1
Lack of information on involvement _

opportunities . . . . .0 ... L 1..071..01
Too many other things todo . . . . . .. r1..01..01

If these problems interferring with parent involvement were somehow
significantly reduced in magnitude, do you think parents would become
involved?

[ ] Definitely YES [ ] Perhaps [ 1 Probably NOT
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10.

Please indicate how frequently you come in contact with parents in each of the
7ollowing ways.

Fre- Some-
quently times Seldom Never

Planned after s-ncol activities

(athletic events, dances) « « « « « « « & ry..031..073..01
Community activities

(churches, ClubS) « « ¢« ¢ o o ¢ ¢ ¢ o o & r1..031..073..01]
Social aCtivities « ¢ ¢ ¢ o ¢ o o o 0 0 o s r1..031..073..01]
Parents wroking in the school

OrF ClaSSrOOM « « « « o o o o o o o o o & r1..031..071..01
PTA meetings « . . « - e e e rJ..0731..0701..01
Advisory Council meetings . . . . .« . . « . r1..0131..071..01]
School Board meetings . « « « « o o ¢ ¢ o . rij..0731..07%..01
ClassSroom VISTES & « o o o o o o o o o o o & r1..01..071..01]
Parent-teacher conferences . « « « « « « + [ 1..031..0171..01
Open-house eVents .« « « v « o ¢ v o« o ¢ & ry1..031..0731..01]

What percentage of the parents would you estimate typically attend:

©

%
Your scheduled parent-teacher

conferences? . « « ¢ o o o o o 0. . e %
Open-house events? . . « . « « . e e e . B

Does your school support the use of parent volunteers as classroom aides?
[ Jyess [ JNo [ 12
If YES: (a) What is your estimate of the percentage of
parents so participating? %
{b) What is your estimate of the percentage of
teachers open to this kind of parent participation? %

In general, when you have to contact a parent regarding his/her chiid, how
quickly does the parent respond to your request? '

[ ] Parents usually respond quickly

[ 1 Parents usually respond, but after some delay
[ ] Parents do not respond at al?l

[ 11 have not contacted any parents

Some parents feel they know a great deal about what goes on at their cnild's
(or chidlren's) schools; some feel they know just a moderate amount; and some
feel they really know very little. In general, how much do you think parents
know about this school?

[ ]A great deal
[ ] A moderate amount
[ ] very little
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11. Beiow is a list of ways

in which parents ' 5 FIRST: How IMPORTANT SECOND: Do you
might participate in do you think it is for 1 think that parents
school activities. parents to participate? are participating in
- these ways at this
school?
FOR EACH WAY
Some- Noti at
Very what all
Impor-  Inpor- Impor-
Acting as -.lassroom tant tant tant Yes No ?
aide or volunteer . . . . . t 3J..0 3..0 1 (3..01..01
Serving as a PTA Board
member . . . . - 4 . e . rJ..0 1 [ 1 (3..031..01
Attending adult aducation
Classes . v v v v v 0 v . e C 1..0171..01 [1..01..01
Serving as Advisory Council
member . . . . . . . J..0 1..0 1 [1..101..01
Atterding PTA meetings . t1..0 1..0 1] r(l1..01..01
Acting as guest speaker C1..0171..01 [1..013..01
Helping at special events . .[ 1. .[ 1. .0 ] [1..0731..°01
Attending meetings to discuss
. local political ssues . .[L 1. .0 1..0[ 1] [1..01..01
Attending meetings to discuss
other community problems [ 1. .0 1..0[ 1 [1..01..01
12. Below is a 1ist of areas
"about which parents may or
may not advise and/or help
make decisions for this
school. > FIRST: Do parents advise SECOND: If they
] and/or help make deci- do not, do you .
FOR EACH OF sions for this school? think they SHOULD?
THESE AREAS
) Yes No Yes NO
Hiring and firing teachers . . . . . r 1..0 1 .00 1. .0 1
‘Standards for student behavior . . . L J..[ ] .. 1..0 1
The way students are graded I I R .. 1..0 1
How the school budget is spent . . . [ 1. .[ ] S [ R
What textbooks are used . . . . . . L 1..0 1 S I R
What subjects are taught . . . . . . L 1..0 1 .0 1.0 1
How subjects are taught . . . . . . [ 1..0 1 ~0 1..0 1
Hiring and firing administrators . . [ 1. .[ ] R I RO
Ways the school and community _ .
work together . . . . . . . . .. t 1..0 1 .00 3..0 ]
Setting teacher salaries . . . . . S R .. 1..0 1
After-school programs for children . [ ] . . [ 1] .. 1..0 1
. After-school programs for adults . . [ 1. .[ 1 R Y R

(Note: See also question #43 in the "work enviromment" section above.)

-

[
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"13. Below is a list of services
or activities that way or
may not be available for
parents and other community
members at this school. :

’ FIRST: Is it prasently - SECOND: Whether or

_ >
l available at this school? not it is presently
FOR EACH SERYICE . available, do you
OR ACTIVITY = - . think -it-SHOULD BE?
I don't
Yes NO know Yes No
‘Child care services « « « . . . L J..0 1..0 1] L1000 ]
Senjor citizen programs . . . . [ J..[ 1. .[ 1] L 1..0 1
Enrichment and recreation _
» classes for adults . . . . . c2..071..01 L 1. .0 1
*Recreation programs . . . . . - L J. .0 1..0 1 L J0.0 1]
Literacy and high school-
completioncourses . . . . . L J. .0 1..0 ] .L1..0 1]
Legal services . . . . .+ . . . cJ1..073..01 .L1..0 ]
Family guidance and-
counseling . v « v v o o . . cJ1..0731..01] R I R
*ArtS Programs « « « o o o o o o CJ1..02..071 S I R
Community meetings to solve _ .
local problems~ . . . . . . rC1..03..0 1] .L1..0 1
*Health and medical services . .[ 1. .0 1..[ 1] A I O
Lists of job and volunteer ‘ )
. opportunities . . . . . . . c1..071..01 L1000 3
List of social, cultural and
recreational activities
available to the area t 1..01 L] [ ] [ ]
Calendar of political events
(zoning hearings, city
council meetings) . . .. . L 1..0 1..0 1] L 1.. 0 3
*Other then exists at presefit for students _
as part of the regu1ar day program. ‘ -

14, Within the pact year or two have parents had serious objections to any films,
books, or other jearning mater1a1s that you have used at this school, for any
of the follmwing ruaqons7

Yes No.
Pulitical beliesf. YU I I
Theory of evoiuliln « © v v v v v o o o 0 v 0 o e (1..01
Sey 2UCATION « « o« ¢« o o o 6 o 00 e e e s . .01 .01
Religious baliefs « o v v v o v o . e e e e e (1..07
_Attitudes toward women and their role . . . . . . [ 1. .0]
Tco little emphasis ca minority groups . . . . . C1..01]
Ways in which minority groups are protrayed . . . [ ] . . [ ]
Too nuch emphasis on minority groups . « « « . . L1..0]1
Sexually explicit reading material. . . . . . . . [1..0]1]
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15. In your opinion, what percentage of the parent population at this school would
you assign to each of the following categories?

Active supporters of the school . . . . . .« .« .. %
Active critics of the school . .« « « ¢ ¢« ¢ o o o & %
Non-active parents . . . . . e e e e e e e e e

16. To what extent to you agree oF disagree with each of the following statements
about your school, the community and education in general?. '

(Notes: ({a) A pot pourri of issues/problems are included here,
many of which can (and have) been categorized elsewhere, and most
of which can be asked of parents to effect a comparison of
teacher-parent attitudes.

{b) Repsonse: scale: 4- or 6-point agreement cuch as
"strongly agree," "mildly agree," “mildly disagree,” “strongly
disagree." _

(c)REMEMBER: What questions you choose should depend upon
what issues/problems people concerned with your school think are
important.)

1. Most of the teachers at this
schoo] are doingagood job . .[ 1.0 1.0 1.0 1.0 1.
. Schools should be desegregated . [ 1] 1.1 . ]
. What students are learning in
school is useful for what
they need to know NOW - . . . . . t1.c1.01.01.01.01
4. Wnat students are learning in
school. will be useful for
what they will need to know

w N
.
/e
—

LATER in life . . « « o ¢ « . . t1.1.01.01.01.0°1
5. Many teachers at this school
are prejudiced « « « « .« . . . . r1.r1.01.01.071.0°1

6. Girls get a better education

" than boys at thisschool . . .. [ 1.0 1.0 1.0 1.0 1.1 ]

7. Students should be bused to

achieve desegregation . . ...L[ 1.0 1.0 1.0 1.0 1.0 1]
8. Drug abuse is a problem at

this SChOOT « « o & ¢ & & o o« c1.r1.001.21.01.01
9. I would publicly support bus- '

ing to achieve desegregation . . [ 1.[ 1. r1.01.01.01
10. Many teachers at this school .

don't care about students . . .[ 1.0 1.0 1.0 1.0 1.0
11. Many students at this ‘school

are prejudiced . . . . . . . .. tl1.01.c1.01.01.01
12. Student violence is a ’

problem at this school . . . . . t1.01.01.01.01.01
13. Boys get a better education '

than girls at this school . ..[ 1.0 1.0 1.0 1.0 1.0 1
14. Students of all races get an :

equally. good education at : _

this school . . . . . EESEES N R R 1.0 1.0 31.01

—
o
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15

16.

17.
18.
19.
20.
21,
22.

23.

24,

27.
28.

29.
30.
31.

32.

34.

.. High school students should

have job experience as part

of their school program

There are other places in

this community where students
could be taught, but this

school does not make use

Of TheM « ¢ ¢ ¢ o o o o o o o &«
High schools should provide
smoking area for students

It would be all right with me

to allow prayers in this school
The teaching staff in all
schools should be dezegregated .
Many students at this.scinool
dont care about learning . . . .
Averase students don't get
enough attention at this school
Alcohol use by students is a
prcblem at *is school « + « ¢ &
Too many students are allowed -
to gradirate from this school
without learning very much . . .
Physical pun.shment for disci-
pline purposes should ¢.

allowed in this school . . . . .

. Teachers should have the

right to strike . . . .. . ..

. The Advisory Council makes

important decisions about the
educational program at this
SCHOOT & ¢ « o o o o o o o s o o
At this school students are
usually placed in the classes
which are best for them

Students at this school receive .
a lot of individual attention
from their teachers . . « . « &
Teachers .are -not paid _
enough at this school . . . . .
Students are graded too hard

at this school « « « ¢« ¢ ¢« « & &
It is good to have students

of different ages and/or

grades in the same classroom . .
Property taxes are the best

way to finance education . .

. The counseling servica at

this school is adequately
meeting students' needs
vandalism is a major problem

at this school « « « « . & « ¢

.
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35.

36.

38.

39.

- 40.

41,

4z.

43.
a4,

a5,

This school should spend more
time teaching things like art,
music, and drama . . . . ¢ « . .
A1l high school students

should be required to pass

a standard examination to

get a high school diploma

. The only time most parents

visit schools is when their
children are in trouble . . . .
Advisory Council members
represent the views of most |

of the parents at this school. .
Every citizen should pay for

the support of public education
Teachers' uniuns or associa-
tions should be able to bargain
about thinge like class size,
curriculum, and teaching
methodS « ¢ ¢ o o o o o o o o
I usually vote in favor of
school boards . « « « « o « « &
Students should be able to

leave school as early as age
fourteen if they can pass a
standard examination . . . . . .
Students are graded too easy

at thisschool . . « « + « « « .
Net enough money is spent for
education at this school . . . .
This school is doing a good

jcb of teaching students

" about the zolitical and

46.
a7.

48.

49,

economic systems of other

countries .+ « ¢ ¢ ¢ o 0 8 e . .

Studen’ government is a

waste of time . . . .. .« ..
Parents should have a say in
what is taught in this school
The library resources at this
school are adequately meeting
students' needs
1 sometime fear for my own
saiety at this school . . . ..
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SECONDARY
STUDENT
QUESTIONNAIRE

1es



——_—\

DEMOGRAPHIC/BIOGRAPHIC INFORMATION /

1. Age:

2. Sex: [ Jmale [ ]Female
3. Grade:

4. Which one of the following categories best describes you racial/ethnic
background?

[ ] White/Caucasian/Anglo .

[ 1 Black/Negro/Afro-American

[ J Oriental Asian American

[ 1 Mexican American/Mexican/Chicano
[ 1 Puerto Rican/Cuban

[ 1 American Indian

[ 1 Other

SQ 1




ASPIRATIONS & SELF-CONCEPT

1. Mark the ONE box that best completes each of the following sentences.

T A 8. c.

oy If I could do any- | I think my parents | Actually 1
thing I want, 1 would 1ike me to..-.| will
“ would like to... ‘probably...

..Quit school .
asysoon as
possible (] (] ’ L]

..Finish high ,
school , L] [1] 1]

..Go to trade
or technical

school L] L] L]
..Go to junior .
college [] \ [1] L]
..Go to a 4-year
college or N
: university L] L] L1
..Go_to graduate | )
cehdeyeafter JL ] [1 L]
..Don't know L] L] L]

General Self-Concept:

The following sentences describe some ¢: the ways in ahich paople might think
about themselves.

Read each of the fo]]ohing sentences «..refuliy anu wrk the circie that tells
how much it is like you. '

4

Note: Students may need more explicit iastructicns such as the following:

Foned
-~
__.\




Please read the following practice sentence and mark the box that tells how
much you agree or disagree with the sentence.

PRACTICE Strongly  Mildly Mde]y Strongly
‘ : Agree Agree Disagree Disagree
ITamgood at art « « v v o v e v e s e e e r1...03...073...0]1]

If you marked 'Strong1y Agree,“ you're saying that you are very good at art.
If you marked "Mildly Agree you re saying that you are OK at art. If you
marked "Mildly Disagree," you're say1ng that you are not too good at art. If
you marked "Strongly Disagree, " you re saying that you are very poor at art.

Remeiber, if yoli nave any questions or have trouble reading any of the w0rn>,-
please raise your hand.

Strongly Mildly Mildly Strongly

Agree Ayree Disagree Disagree
2. At tim:s I think I'm no dood at ail. (1...07%7...71...07VF
3. The e are lots of things aboutAmyseTf
I'. change if I could. (1...01...01...01
4. i'm.pretty sure of myself. t1...03.0.0300001]
I wish I were someone else. C1...01...01. L1
6. 1 can make up my own mind abcut things., [ ] . (1...01...0]1
7. 1 gét upset easf1y wheri 1'm scolded. ry...1...03...0]1
I like the wav T Took. f1...07...07...0]
I worry . Ye} about fhings,' 3 [ ] ] (1. []
10. 1 feel godd most of the time I3 03 03 !
— o '
~——71. I am a happy person. | Li... [3...01...01
Seif-Concept in Relation to Peers: | g
12. 1'm easy tc like. ) t ] .A. 31,0001 001
13. 1'm popular with kids my own age. ‘1. .. 01...07...01
14. Kids usually follow my idest, (1 ...031...01....1

SQ 3




Strongly Mi]d]y. Mildly Strongly
Agree Agree Disagree Disagree

15. Most people are better liked than T'am. [ 1. ..L 1...01...01

16. Kids often pick on me. L1...03..:07...10 ]
. 17. I'm a Tot of fun to be with. . r(1...03...01...01

18. It is hard for me to make friends. (]~ .C03...01...01

19. I have no real friends. , [1....0] . .[.]... . ;[ ]

~Academic Self-Concept:

20. I'm not doing as well as 1'd Tike to in . ‘
school. , , (1...031...01...01

L1, ..01

-
e

21. I am a good reader. [i1...1L

22. 1 feel like giving up when I can't do SRR
my schoolwork. . o L1. ..

£1...01...0]
23. 1'm proud of my schoolwork. - | /[ J...07... E 1...01
24. 1'm good at math. ' (1...031...¢L ]'. o011
25. 1'm doing the best work that I can. (1...071. [(1...0]
26. 1 am able to do schoolwork at least
as well as most other students. (3...03...0731...0]1]
27. Schoolwork is just tob hard for me. (j...031...01...01
28. My grades are not good encugh. (j...031...01. (]
29. I'm always making mistakes in my |
schoolwork. - ‘ (Jj...01...01...01

SQ 4
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SCHOOL CLIMATE & LEARNING
ENVIRONIHENT

Physical Plant

1. How much do the following words describe your school grounds, buildings
hallways, classrooms, and so forth?

Very Pretty Only A Not at

Much Much Little bit Ail

Clean . . . . . . AU & SN o DD o P
Pretty. v v v v v v v e e e e e S I S I I
NOTSY « v o v v v v e e e e e e e e e []: C1...0.1...01
Too hot (in summer) . ... . . . . . . C1...01...01...01

- Too cold (in winter). . . . . e e e [1. ‘.[]. R I I
" basy to get around. .+ - . - . . [P s AP s A il I
UGlYe = e e e e []...01...01...01
DIFLY o « o o e e e i e e [1...01...00...01
QUIEE « o o e e e e e e [1...03...01...0]
DANGEIrOUS - = « « « = = o + o o« o = « = [ 1] [1. [ ] [ ]
TidY. o o 0 o o v e e e e e e e e [ 1] [ 1. [1] 13
Lots Of SPACe . « « « v & + & o o o . - [ 1] (1. [] [ 1]
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Human Relations:

2. How much do the following words describe the principal at your school?

Very PrettyJ Only A Not at

Much Much Little bit _A11
Friendly. « v o o v o v v a e e e e (3...031...071...¢01
TP, HP [1...031...01...01
Has high hopes for us . . . « « « « .« . []7 I A P A RO
SCANY « v e e e e e [1...03...01...01
TOUGN « « o e e e e e e e e T1... 0100700
SMAFL « v v v e e e e e e e e e e e t1...031...03...0]1
MEAN. & v v v e o e e e e e e e e e [] S I R [ []
Talks tO US « v = o o o o o o o o = o o L] L01...01. L]
Lets us talk to him/her . . . . . . . . (] L01..0.017. []
Doesn't care about us « . . . . . . . -] .01, r1. [1]
Interesting « . « « « . v e e e e . e L] .01 .L1. [1]
FUNNY « o v v o o o o e e e e e e e o L] .t1...017. []
Admits when he/she is wrong . - . . . . L] R 1 PO [ I
SEUPide « v o o e e e e e e e e L] 01,0007, (]
Prejudiced. « « « « v o v o0 e e . ] ] ] ]

3. Does the prircipal know your name when (or she) sees you outside your
classrooms? L JYes [ 1No : -

4. Does the principal say hello to you when he {(or she) sees you outside your
classrooms? [ Jves [ ]No.

P
n\z
e
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5. How much do the following words describe most of .the teachers at-this school?,

7
K

Very Pretty Only A Not at

Much ' Muci Little bit Al
Friendly. . . . ... cv oL (1...03...03...0[]1
Helpful . . « v v v v v v v vt v v v s r1...01...01...¢01
Have high hopes for us. . . . . . . . . (1...071...01. []
SCATY « v o e v v e v e e e e e e (1. [] (1. []
TOUGh « v v o o o e v e e e s e e e s (1. (1. (1...01
SMAIE = « o v o o o o e e e e e e e [ 1. [] [1...01
MM« o e e e e e (3. 0. .01...L]
Talks TOUS & v v v v v v v o v o o o e (1...01 L[] +[1
Lets us talk to them. . . .” ...... [i...0] L] []
Doesn't care about US . « « « « « « + . [1...0] .0 L]
Interesting . . . . . ‘. O I [ ] L[] [1]
Know how to teach . . . . « . . A [3...01...L1
FUNNY « @ v 0 o v e e e e e e e e (1...01 - L] L]
Admits when they are wrong. . . . . . . [1...1 j .03 L1 -
SEUDTde + v e e e e e e e (1...07...013 [
Rrejudice . . . .« c v v 0 e oo 0. . [1...0] (1. L]
Have their favorites. . . . .. . ... C1...0]1] 1. (1]
D0agood 50D « « v o v v vt e e e t1...03...01...01

SQ 7.
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6. How much do the following words describe most of the counselors in this
school? :

Very Pretty Only A Not at

Much Much Little bit Al

Friendly. « « o o o v o o v v o o o o [1...01 L01...01
HElpful « v v s e e e [1...00...01...01
. Have high hopes for us. . . . . . . . . [1...01 [J1. L]
rfi SCATY o o v o o o o v v o v o w e e [l1...01 . 5;] . L]
TOUGN & « ¢ v o o o o o o v a e e e [1...01 L01...01
STAPE o o v o o o oo e e e e e [1...01 .01...01
MEAN. o o o o o o o o o o o oo e e s (1. ] L01...01
Talks tOUS « « « o - « e e e e e e e [(1...01..401. (]
Lets us talk to them. . . . . . . . .. r1...01...01...01
Doesn't care about us . « « « « .« o . . [1...01 S I R
INEEreSting « « v o o o o o o o o o o s [1...01 .01, L1
Know how to teach « « « « « « o « o o « [1...01 1.0
FUNMY & o o o b o o o a o e oo o o e s ] ! [ L
Admits when they are Wwrong. . . - « - - [] [1...01...01
SEUPIAe « v v b e e e e e e e [1] ! 010000
Prejudice « « « v « o o o o v o s o e [1...01 (1. []
Have their favorites. . . . . . . . .. [l1...01 R I R

D0 agood JOb « v v o v e e e e e e . [1...01 .01...01




7. The most popular students in this school are. : .
(Mark only gne) : : '

[ 1 Athletes

[ 1 Members of 7angs

[ ] Smart students ,
[ ] Members of student government
[ ] Good-1ooking students

[ ] Wealthy Students *

8. 1 participate in the following things at school:

) Yes No

A.. SpOrts teamS. « « « « « o o o o s o o (1 (1

b. Special interest clubs. . . . . . . . (1 (1

c. Student government. . . . . . . . . . (1 (1

d. Music, ‘drama, other arts. . . . . . . [1 (73

e. Honor society . + « v « v v v o v o & 1 €1

- f. School or commnity service

activities « « ¢ v v ¢ o v e b . s (1 (1

- 9. How much' do the following words describe how you feel about most of the
students at this 'school? ’

Very Pretty Only A Not at

Much Much Little bit A1l

Friendly. « o v v v v I (1. .03 CT.. 01
HETPFU & v v o e e e e et e R TP o TR s IO
Have high hOpES » + « « « + « v - R o TP A RPN o O
SCAMY + o e e e e [1...03...00...01
TOUSR + « o e e e e e [1...00...01...01
SMAFE « o e e e e e e [1...00...07...01
MEAN. » v e e e e e e [1...03...07...01
Talk to each other. . « « v v v v . . . [1...03...01...01
Carz about each othef Ce e [(l1...01...01 [
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Very Pretty Only A Not at

Much Much  Little bit All
Interesting « « « « « e [1...03...07...C01
CRUET « v v e e e e e e e e [] [1...01...01
Good students « « ¢« v ¢ v o w0 e . £1J1. (3...01...01
Prejudiced. « « « ¢ v v < v v v v e e rj. ry...r1...01
SEUPTAe o o o ¢ o o o 0 o e o e e (3...01...03...01
Have their own favorite friends‘; SRR 1 AR I IRV [ RV S

10. There may be a 1ot of things you like about this school, hut if ycu had to
chooce the one best thing, which one of the following would it be? First
read through the 1ist, and then mzrk the circle next to the one you think
is the best thing about this school. .

(Mark only the one best thing)

[ ] Fair rules and regulations

] My frierds

7 The classes I'm taking

] Teacrers . .

] Little or no prejudice or racial conflict

] The variety of class offerings

] Sports activities

] Extracurricuiar activities other than sports

] The campus, buildings, and equipr-nt

1 Good student attitudes (friendly, good school

spirit, cooperative}

] The principal and othe: --2ople in the office
who run the school

[ ] Notiving

. //A‘\—

L
L
L
L
L
L
L
(
C
L
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Problems:

Below is a list of things which may be problems at this school.

11,
>SECOND: If you had
to choose the one
. biggest problem at
F."7 15 what extent do you ’ Tﬁ%g_gEhgo1 which
think each is a prob- would it be?
Tem at this school. . THEN. . {(Please mark ONLY ONE)
Not a Minor Major Biggest
Problem Problem Problem Problem
L] L] L1. a. Student misbehavior (fighting, stealing,
gangs, truancy, etc.). « . « . . . .. . . [ ]
L] L] L] . b. Poor courses or not enough different sub-
jects offered. . . . . ¢ . i i a0 0. ]
L] L] 1. c. Prejudice/Racial conflict. . . . . . . . . L]
L] (] (1. d. Drug/Alconol use . . « v v « « . . AP
L] (] (1. e. Poor teachers or teaching. . . . .'. . . . []
L] [1] L1J1. f. School too 1arge/C1asses overcrowed L]
L] L] L1. g. Teachers don't discipline students . . . . [ ]
L] L] (1. h. Busing for integration . . . . . . . . . . [ ]
L] L] L 1. i. Poor or not enough buildings, equipment
' and materials. . . . . . . . e e e e e {1
[1] [1] L J. .. 3. The principal and other peonle in the
office who run the school. . . . . . . .. [ ]
L] L] [ J...k. Poor student attitudes (poor school spirit,
' don‘t want to learn) . . . . . .. .. .[]
L] (1] [ J...1. Too many rules and regulations . . . .. . [ ]
L] [1] [ ]. . .m. How the school is organized {(class sched-

ules, not enough time tor lunch, passing
periods, etCocou)e v v v v o e u e e e . L]

Please be sure you have answered both sides.

Cirriculum & Instruction:

1

lw g oY)

2. In general, how do you 1ike the following subjects?
Like Like Dislike Dislike
Very Somewhat S.newhat Very much
. English . . . . . .. e e CiJ...03....071....71
. Mathematics . . . . . . SO I RO I RV I PO I

. Social studies (history, geo-

graphy, government, etc.) . . . [ 1. . t1....031....01

SO 11
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Like Like Dislike Dislike
Very Somewhat Somewhat Very much

d. SCIeNCe « + « & ¢ v o 0 s e e r1...01...071...101
e. Th~ Arts (art, crafts, music,

drama, dance, creative

writing, filmmaking,

photography). . . « « « .« « - - r(1...01...01...01
f. Foreign Lanquage. . . . . « . . rj...t1...01...101
g. Vocational,.areer Education

(shop, business -“ducation,

home economic, €TC.). « « « - - r1...01...01 .1
h. Pnysical Education. . . . . . . [1...11 .1 .1

13. In general, how important are the following subjects for what you care about
and do NOW in your 1ife? '

Very Somewhat  Somewhat Very )
Important Important Unimportant Unimportant
a. English . « - v v v v v o v s (1. ...01...01...01
b. Mathematics . « . « « « « « + - 01....01...01...01
c. Social Studies (history, geo- : ‘
graphy, government, etc.) . . .[ 1. . 71....01....01
d. SCience « « « « o o« o o 00 .. 1 1. J31....01
e. The Arts {art, crafts, music,
drama, dance, creat‘ve
writing, filmmaking,
photography). . « « « « « « - - (1. .01 I R
f. Foreign Language. . « . . . - - 1. .[1 31001
g. Vocational/Career Education
(shop, business education,
home economic, etc.). . . . . . [1.. .[1 I L LD
h. Physical Education. . . . . . . £1.. .C1 1. .0

14. How important are the following subjects for what you will care about and do
LATER 1n your life?
Very Somewhat  Somewhat Very
Important Important Unimportant Unimportant

e [1...01...01...01
b. Mathematics . « « « « « « « « & [1...01...01...01
c. Social Studies {(history, geo-
graphy, government, etc.) ... . rj...01...071...101
d. SCIence . « i « « o o 0 0 0 .o [1...01...01...01
SQ 12
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Very Somewhat  Somewhat Very
Important Important Unimportant Unimportant

e. The Arts (art, crafts, music,
" drama, dance, creative
writing, filmmaking,

photography). . . . . . . . R S IR A SR [ 1
f. Foreign Language. . . . . . . . ty1...01...01 [ 1]
g. Vocational/Career Education
(shop, business education,
home economic, etc.). . . . . . t1.. .11 .01 .0
L] L] . []

h. Physical Education. . . . . . . LJ1..

!

A11 schools teach pretty much the same things, but they may think some things are
more important than others. . .

15. How important does this school think each of these things is for students?

Véry Somewhat  Somewhat Very
Important Important Unimportant Unimportant

a. To work well with other

PEOPTE. + v v v e e e e e e e s ry1...071...071...¢01
b. To learn the basic skills

in reading, writing, arith-

metic, and other important

SUbJectS. « « v v v e e . .. . ri1...017. r1...10]1
c. To become a better person . . . [ 1. . .[ 1. r1...10]1
d. To get a good jpb ....... [ 1] [ 1. [(7...0]1]

16. Which ONE of these does this scnonl think is the most important thing for
students? (Mark only one) T
[ ] To work well with other people -
[ 1 To learn the basic ski: s in reading, writing, arithmetic, and other
subjects
[ ] To become a better per:on
[ ] To get a good job

17. What importance do YOU place on each of these things?

Very Somewhat  Somewhat Very
Imnortant Important Unimportant Unimportant

a. To work well with other

S [1...071...01...01

SQ 13
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Very Somewhat  Somewhat Very
Important Important Unimportant- Unimrorcant

b. To learn the basic skills
in reading, writing, arith-
metic, and other important

SUDJECES. = =« v o ¢ o e . e . - ry1...01...01. [ ]
c. To become a better person . . - [ J . . .L 1. . .1 1. [ 1]
d. To get a good job . . . . . . . L] ﬁ ] r1. L]

18. If you had to choose only the ONE most important thing for you, which would
it be? (Mark only one)
[ ] To work well with other people
[ ] To learn the basic skills in reading, writing,
arithmetic, and other subjects
[ ] To become a better person
[ ] To.get a good job

19. Students are usually given the grades A, B, C, D, and FAIL to show how good
their work is. If schools could be graded in the same way, what grade would
you give to the teaching in THIS SCHOOL for each of the following sudjects?

A. 8. C. D F.
CENGIASh .« e e e e e e e e e [
. Mathematics . . - « « « « « - L
c. Social Studies (history, geo-
graphy, government, etc.) . . .[
d. Science . . - .+ - . . e e e e L
e. The Arts {art, crafts, music,
drama, dance, creative
writing, filmmaking, .
photography). . . . « - .+ . . - [1...¢(
f. Foreign Language. . . - - - . . [1...10
g. Vocational/Career Education
{shop, business education,
home economic, etc.). . . . . . r1...073...072...00..0]
n. Physical Education. . . . . . . rl...071 ..072 ..00 ..0]

o o
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e e
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. . . .
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- . . .
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. . . .
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Issues and Problems:

Notes: (a) A pot pourri of issues/problems are included here, many of which can
Tand have} been categorized elsewhere, and rost of which can be asked of teachers
and parents to effect a comparison of teacher-student-parent attitudes.

(b) Response scale: 4-po.nt, strongly/mildly agree/disagree scale.

REMEMBER: (What questions .  choose should deperi upon what
{ssues/problems people at ycur school think are important.)

SQ 14

hd,
o

&



Read each one of the following sentences carefully and mark the box that tells how
much you agree or disagree with what it says. MARK ONLY ONE BOX for each
sentence. Please raise you hand if you have any questions.

Strongly - Mildly Mildly Strongly
Agree Agree Disagree Disagree

1. Most of the teachers at this school
doagood job. + .+ v 4 44w . . e e e t1...01...01...1

I think students of different races or
colors should go to school tugether. . . .[ 1. ..

.

1001

(W)

3. What I'm learning in school is usaful
for what 1 will need to know NOW . . . . . 1.

.
r—
!

1.0

4. What 1'm learning in school will be
useful for what I will need to know
LATER in Tife. . .« & v v v v v v e v o & ty1...01...01...1

5. Many teachers at this school don't iike
some students because of their race or )

COTOT. v v v v e v e e e e e e e e r1...071...01...01

6. Girls get a better educatibn than boys
at this school . . . . . « « « ¢« « o « . . ty1...031...01...C1

7. 1 think students should be bused so that
students of different races or colors
can go to school together. . . . . . . . . L

o
[ |
—J
.

—=
~
i

|
~7
—
[}
Lo

8. Drug use is a problem at this school . . .[L 1. . . [

Nl

1 would be wiliing to take a bus to a

different school so that school could

have students of more than one race

or ¢olor « v v v v v e . e e e e e e . [1...¢1

—
.

1.0

10. Many teachers at this school don't
care about students . . . . . . . . . .. [1...10L g NN

—
.

]

11. Lots of students in this school don't
1ike other students because of their

FACE OF COTOF = = o v v o o e e e e e e r1...01...01...01

12. There are places at this school where
I don't go because I'm afraid of other

students. .« « v v o e o e v o e . R 1 R I I I IRV

13. Boys get a better education than girls
at this school. . . .« « « + o o« v o o v . t1...01...01...1
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Strongly Mildly Mildly  Strongly

Agree Agree Disagree Disaqree

14, Students of 21% races get an eaually : )

good educaticn at this school . . . . . . i1...01...01...01
15. Yigh school students should have Job

cxperience as part of their school ]

DEOJPAN o o o v v b e e e e <..0L7. L] t1...01
.. seare are other places in this

coesiunity where students could be

taught, but this school does not make

cee of them .« o+ v v & s e e e e e e (1...01...01...01
i7. Migh schools sliould pravide smoking' )

arpas for students. . . . o o o o e e e P 0 AP ! R
i8. It would Le 0.K. with me if prayers i

were allowed in this scrhoci . . . « . . . C1...01 £1. L]
19. feachers of different races =r colors

should teach 2t the same schooi tc- :

gother. « v v e e s e e e e e e s {3 (1 L] {1
20. Many ~tudents at this school don't ) B

care about learting . . « « « « o v o e s r1...01 L1001
Z1. Average sturonts don't get enough i

attention at this school. . . . « . . . . [1...01 L {1
2¢. #icohsl us2 is : problem at this T )

SCHO0T. v v v n e e e e e e e e e e e (1...01...01...01
23. Tou many students are aliowed to

graduate from this school w thout

Tearning very Much. . o v o v o o o e o e [1...01...01.. ]
24. "nysiz-1 punisteent for discipline

purposes shoula we allowed in inis

: SCH .l v e et e e e e e e e e e e e r1...01...01...01

25. 1f 1 had my choice, 1 would go to a A

diffeient school. o o v v v v v v o v o e f(1...01...01...01

A

26. 1¢ is easy to make friends at this )

SChOOT. v v v e e e e e e e L (1...01...01
7. Thére are things I want to learn

about that this school doesn't

TBACH & v v el e e e e e e e e e e e e s [1...0131...01...01




Strongly Mildly Mildly  Strongly
Agree Agree Disagree Disagree

28. 1 like the way this school loeks . . . . [ 1. ..01...01...0]1]

29. 1t's not safe to walk to anc¢ fvom

school alone . « v v v v . e . . e t1...01.. .[v]‘. W]
30. It is easy to get books from the B ’
school library . . v .« v v . & o . .. tr1...01...01...L1

31. In this school, we feel we hiie to
get good grades all the time . . . .. .0 1. ..01...01...0]1

32. Students at this school ars afraid _
to disagree with their teachers. . . . . t1...071...01...1

33. 1 Yike school., © o v v« v v v v v v e t1...0731...01...1

30, 1t is worth going to school because ‘
' it will help @ .n the future. . . . . . t1...01...01...01

wy
o

. In general, the pecple at this school

can oe rusted - . v . e e e e e e e . ti1...0731...01...11

36. Tnis s7hool glyes students agood ed- R
ucation. . . . - e e e e e e S e . t1...01...01...0]1

37. 1 am satisfied with how well I'm doing

in school. v v v v v e e e e e e e e e tr1...01...01...01

38. Tnirygs in the school library are useful

T 8. o vt e e e e e e e e e e e e (l1...071...01...01

39. Student government is a waste of time. . [ 1. . .0 1. ..01...[]

40. Parents should have a say in what i< \
aught at this school. . . . . . . . SUR 1) IR ) PO () PR

41. If 1 could, I would rather be in a pri-
vate school than a public s¢hool . . . . [ 1. ..C71...01.v.0 1"~

42. 1t is easy for me to get help from a
counselor when planning my school pro-

gram . . .« o« e .. e e e e e e e ty1...01...01...11

43. Assemblies and other special events are _
usually interesting at this school . . . [ 1. . .0 1.. .[\l\. R

44, We are not given enough freedom in
choosing our classes . . « « « « « « - . LJ1...1L

L
.

1.0
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Strongly . Mildly Mildly Strongly

Agree Agree Disagree Disagree

45. 1f I have a personal oroblem, it would

be easy for me to ge. help from a coun- ~

T A T (1...031...07...11
46. 1f you don't want to go to college,

this school doesn't think you're very N

ATDOTLANE o o ¢ v o v e e e e e e e ry1...031...073...0]1
47. Students should have a say in what is ’

taught at this school . « . « « « « o « [1...031...01...01
48. A person is foolish to keep on going to

school if he/she can get a job. . . . . . (1...03...01...01

49. 1f 1 need help planning for a career, it
would be easy for me to get help from a

COUNSEIOT « v v & v v o o o o o o o o o s r1...03...03...01

. 5Q 18
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CLASS CLIMATE & LEARNING
ENVIRONENT

.Note: These questions are intended for students to answer in a specific reference
T to a particular period/ciass/subject/teacher. See Appendix B for
suggestions on how to structure ‘survey to distinguish between these

questions and those referring to the school in general.

1. How interesting or boring for you is what you are learning in this class?
(Mark only one tox)

[ 1 Very interesting

[ ] Sort. of interesting
[ ] Sort of boring

[~ 1 very boring

[ 4
2. How hard. or easy for you is what you are learning in this class?- (Mark only

one box) .

[ ] Too easy

[ ] Sort of easy

‘[ ] Not too easy, not too hard

[ ] Sort of hard

tlr

3.. How useful is what you are learning in this class for what you need to know
now? (Mark only one box) '

( 1 Very useful
[ ] useful

[ ] useless

[ ] Very useless

4. How useful 1s'what you are learning in this class for what you will need to
know later in life? (Mark only one box;

[ ] Very useful
[.] useful

[ ] useless
f]

Very useless

5. How often can‘you choose your own books, materials, or eguipment in this
class? (Mark only one box)

[ ] whenever I want to
[ ] Sometimes
[ ] Never

or
“
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6. Listed below are three ways students can work in this subject. Mark the box
which tells how much you 1like or would 1ike to wark in each way, even if you
don't do so now.

Like Like Dislike Dislike
Very Somewhat Somewhat Very much

Alone by myself. . « « oo v o o o[ 1. ..071...01...0[1

With the whole class . . . . . . . rj...0.1...01...01

With a small group of students,

who know.as much as 1do. ....[1...01... [1...01

With a small group of students,

som? who know less, some who Know

as much, and some who Know more :
“thanIdo. .o v v o ool f31..01..0.01.0.0.0 ]

7. Imagine a small group of students (avout 4 or 5). Imagine also that some of
these students know less, some know as much, and some know more than you do
about this class.: Wouid you like to work in this group IF you knew that
students would cooperate and help each other learn? :

[ ] Yes © [ ] Maybe [ 1No
8. 1n this class, how much time is usually taken by the following 3 things?

Mark the box under the word "Most" for
thing that takes the most time

Mark the box under the word "Next Most" for the thing that.
takes the next most time

Mark the box under the word "Almost Least" for the thing
that takes almost the least amount of time. :

Mark the circle under the word "Least" for the thing that
takes the least amount of time

Ty Voo
Least Almost Next Most
. f Least Most
(1) Daily routines (passing out materials, taking .
attendance, making ainouncements} . . . . . . . . ri1..01..01..01
(2) Leaving « « « v o v v v o e e e e e e e ri1..031..01-.01]
(3) Getting students to behave. . . . . . . . o . . . r1..01..01 .01
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Least Almost Next Most
Least Mest

{(4) Other things that don't have to do with -
routines, learning or behavior. . . . . . . . . . 01 .03..012 .17

Be sure that only one box is

checked in each of the columns
9. What is the most important thing you have learned or done so far in this
class? Write a short answer in the box below. Write ONLY inside the box.

(Note: The next three items need to be tailored to the specific subject matter of
interest by adding/deleting the various materials, activities or skills in
question.) '

10. Listed below are some things that might be used in this class

-~ i
——5Mark the box which
tells how much you

o

FIRST: Mark "Yes" for each thing ‘ like or would like
you use in this classroom ; to use each thing,
and mark "No" for each - : : even if you don't use

thing you don't use. .THEN. . it in this class.

Not At

Yes No . Yery
- Much © Somewhat all
[3...071. .. Textbooks-. . . . . . .. P I P 3. . ... ]
rJ...0]. . .O0ther books . . . . . . .. Cl..... 1. ....01
L3J...070. .. Work sheets . . . . . . .. £J1..... £3.....01
{3...01 ..Films, filmstrips, or
£J3...07.. .slides. . . . . ..« . ..
[3...01...Learning kits . . . . . . . £J..... L1 .... L]
(.. ..[ ). .. Games or simulations. . . . [ J. . . .. £J..... ]
- [ ]...01. . . Newspapers or.magazines . . [ ]. . . .. [y .... []
[ J...0]. .. Tape recordings or records. [ J. . . . . 01 ....01
[1...[ ] .. Television. . . .. .. S N P 0l .... [ ]
[J3...0)...Comuters . . . ......01 .... (1. ....01
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Yes No Very Not At
Much Somewhat all
{31...03... Things like slide rules,
calculators . . . . . . . . t1.....071..... L1
£ 1...[1J. .. Things 1ike globes, maps,
and charts. . « « « . « . . til.....01..... [1]
[ J.. .0 7. .. Things like animals and ~
plants. « . « « « « « .« . . [3.....017. .03
{1...01 ..Lab equipment and
materials « « « o v o o . . i1 ....01. (I
11. Listed beiow are some things that you might do in this class.
___—sMark the box which
tells how much you
like or would like
FIRST: Mark “"the box which tells to do each thing,
~ whetrar or not you do each. even if you don't do
thing in this class. . . . . . it in this class.
Very Not At
Yes No Much Somewhat all
r1...01 . Listen to the teacher waen
he/she talks or shows how .
to do something . . . . . . L 1. 1. R
£3. .C13...6Goon fieldtrips .. . . . 1. LJ1..... {1
[ 1. ..01. .. Do research and write
: reports, stories, ovr
[1...01 . .poems « v v v v v v v v v [ 1. rC1...... L3
[1..013...Listen to student reports . [ }. . Clo..... L]
[ 1...[1...Listen to speakers who )
' come to €T1ass « « « + « o - I R I PO !
[ J. . .[ 1. . . Have-class discussions. . . [ ]. J T PO ]
[ 1...073...Build or draw things. . . . [ 1. B 1 P L]
[ 1...[3...Look at film, filmstrips
o or slides « « « « « « o o 1. N I PO ~3J.
[ 1. . .0 1. .. Do problems or write
: ' answers to questions. . . . [ 1. R IV r1]
[ 1. ..01. .. Take tests or quizzes .. . [ ]. S PO L]
F1.. .0 2. .. Make films or recordings. . [ 1. P I R [1]
[1...03...hAct thingsout. . . .. .. L3J. I A PO L]
[ 1. .. 3. . . Read for fun or interest. . [ ] . B I PO (3
[ 1. . .0 1. .. Read for information. . . . [ 1. S I PO r1
[3.. .01 .. Iterview people . . . . . . [ 1. S I PO (1]
3. .. 3. ..Doprojects or experiments
that are already planned. . [ ] . I P [1]
(1...01 . Do projects or experiments _
that Iplan . ¢ o . « .« o & L 1. A I PO [
[1...01...Use ~omputers . . . « « « » L 1. I P L]



12 Listed below are some things that your teacher might have you do in this

class.
— sMark the box which
tells how much you
: 1ike or would like
FIRST: Mark the box which tells *  to do each thing,
whether or not you do each even if you don't do
thing in this class. . . . . . - it in thisrc1ass.
Always or :
most of Very . Not at
the time  Sometimes Never Much  Somewhat all
(J3....073....073.. .Remember facts, dates,
names, nlaces, rules,
, BECe ¢« ¢ e e e e e e e e (3. ...03 ..0]
' CJ....03....073. . .00 number problems-. . . .[ J. .. .[J...[]
CJ....00....073...Tell in my own words what
1 have read, seen, or
: heard. . . . . . . SN t ] (]
CJ....03....073 . .Write my own stories,
' plays, poems, or problems.[ J. . . .[ J. . .[ ]
C2....073....07. . .Tell how stories, people,
problems or rules, ideas,
are the same or different.[ J. . . .[ J. . .[ ]
(J....073....1. . .00 experiments, take
things apart, or create
new things . . . . . . . . 3. ...073 ..
Cl....[03....[17. . .0ecide what.is good about

projects or performances,
what needs to be made v
better, and why. . . . . . C3....073 ..0]

© 13. How many hours of homework do you have each day for this class?

None

About 1/2 an hour
About 1 hour
About 2 hours
More than 2 hours

o
[ WL WO By WSy S

14. How often do you do your homework for this class.

] A1 the time

] Most of the time
] Only sometimes

] Never

rrorar
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15. How soon does your teacher uéua]]y return your werk?

[ 1 the next day
[ 1 2 days later
[ 1 3 days later
[ 14 days later
[ 15 days later or more

16. When you make mistakes in your work, how often does your teacher tell you how
to do it correctly? :

[ 1 A1 the time

[ ] Most of the time
[ ] Only sometimes

[ 1 Never

17. How often do your parents or other family membars help you learn the work in
this class? -

[ 1 A11 the time

[ 1 Most of the time
[ ] Only sometires

[ 1 Never

18. (Note: The following items are org.nized into categories intended to reflect
a variety of climate and learnirg environment contructs. They can be answered
in a 4-point, strongly/mildly, agree-disagree scale set up as fo]]ows:)'~

- Strongly Mildly Mildly  Strongly
Agree Agree Disagree Disagree
Teacher concern '

(1) The teacher makes this class enjoyau]e

FOr MEe o o o v o o o o o o o v o . .. 1. ] .01
(2) The teacher listens tome . . . . . . . . L] t1...01 ...
(3) The teacher lets me express my

feelings. « « « « v o e e e 0 e JA T PR T (PPN I PR L]
(4) 1 like the teacher in this class. . . . . r1.....01...L1. [1]
(5) I wish I had a different teacher g

For this ClasSe « o o o o o 4 0 0 e o s r1....071...L1. [1]
{(6) 1 fee! the teacher is honest with me. . . [ 1. . . .L3. .01 . [1]
(7) Tne teacher is friendly towe . . . . . . (1. ...01...01. L]
(8) This teacher is fairtome. . . . . . . . r1...01...1. [ 1]
Teacher Punitiveness
(9) The teacher makes fun T some

SEUAINES. v v e e e e e e e e e e e e e e {1.. £ 1. r3....0]13
{10) Thi» teacher hurts my feelings. . . . . . L1 . [1. £1....01
(11) I'm afraid of this teacher. . . . . . . . r1.. 1. £3....01
(12) The teacher punishes me unfairly. . . . . L 1.. L 1. £1....01
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Strongly Mildly Mildly Strongly

Agree Agree  Disagree Disagree
(13) The teacher makes funof me . . . . . . . (1 ...01...03....1
(14) The teacher gets mad when I as o
aquestion. . . . . . . o .. e e e e e [1....01.. .03 ...0]1]
Teacher Authoritarianism |
(15) This teacher iS5 00 SLIiCE. « v v o 4w [i3....01...04....01
(16) This teacher treats us 1ike children. . . [ 1. . . .0 1. . .0 1. .. .[]
(17) This teacher will never admit when
he/she 7S WronNg « « « + ¢ « o o o o o + & (1 ...01...03....01
(18) We don't feel 1ike we have any freedom
TN this Class « ¢ v v v v v v o 0 v o v s (1 ...03...03....073
(19) Tnis teacher acts like he/she is better _
Lhan W Are « « « o o o o o o o o o o o & (1....073...01....01
(20) This teacher "talks down" tous . . . . . (1. ...01...013....01
(21) This teacher never changes his/her
mind about anything . . « « « & ¢« « « « r3... . 031...01...01
(22) 1 don't feel 1ike I have any freedom '
TN thiS ClaSS « « o o o o o o o o ¢ o o » [1....01...03....1
N ~ Teacher Favoritism
(23) The teacher likes some students in
this class better than others . . . . . . L3 ...01...03...0]
(24) The teacher has no favorites in this
ClASS o o o o o o o o o o o s o o o o o o [y ... 731...03....01
{25) The teacher treats smart students in
this class better than others . . . . . . r....731...03 ...1
Teacher Enthusiésm'
(26) This teacher seems to like being
A LEACHEr « v v v v o o b e e e e e e [ ...013 []1. [1]
(27) This teacher seems to enjoy what he/she
is teaching « « « + v o v v o 0 o 0 0. (1L ...[1] [I1.. [ ]
(28} The teacher seeems bored in this .
ClasSrOOM « + « & o« o o o o o o o o o o & [ 1.. r1 [ 1.. [1]
Clarity
(29) The teacher uses words I can
understand. » « « . v v v e oo e Ll LYo L]
(30) The teacher gives clear directions. . . . [ 1. ...0 1...[ 1. 3
(31) The students understand what the
. teacher is talking about. . . . « . « . . (1....01...0173....1]
{32) 1 understand what the teacher is
talking about . . . . ¢ e . e e . e . s [1....03...01....0]
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Strongly Mildly Mildly Strongly

Agree: Agree Disagree Disagree

Instructional Practices: Knowledge
of Results
(33) The teacher tells us how to correct

the mistakes in our worke « « « « o o o ri.....71...01. [1]
{34) The teacher tells me how to correct

the mistake in My WOrk. « « « « o« o ¢ o & r3.....01...11. [1]
(35) This teacher lets us know when we have

not learned something well. . . . . . . . ri3....0.1...01. [ ]
(36) We know when we have learned things :

COPTECEIY « ¢ ¢ o o o o o o s o o o o s PR A PR [ IR [ P [1]
Instructional Practice: Task Difficulty
(37) I do not have enough time to do my

work for this €lasS«. « « o ¢ s o o o o &« ri1....017. T 3. r1
(38) Some of the things the teacher wants »

us to learn are just too hard . . . . . . [i3....0731...01 L]
(39) 1 have trouble reading the books and

other materials in this class . . « « « . [i3....001...01 WL
(40) The teacher gives me too much work to

do in this €lassS. « o « o « o o o o o » AU [ PN I IR I L]
Instructional Practices: Organization
(41) We know exactly what we have to get ‘

done in this C1assS. « « « « ¢ « ¢ o o o+ 3. ...0.1...03....01
(42) We know why the things we are learning '

jn this class are important . . « « « « & ri1....01...013....01
(43) The grades or marks I get in this class

help me to learn better . . . . . . . . . rl....1 1. []

- (44) We don't know what the teacher is try-

ing to get us to learn in_this class. . . [ .. .01 0 .. 0]
(45) Many students don't know what they're ’ )

supposed to be doing during class . . . . [ l....01...03...[1
(46) This class is disorganized. . . « . . . . rij....QJ1721...01 ... ]r
(47) The grades or mark I get in class have

_ nothing to do with what I really know . . [ 1. .. JI1...01 .01

(48) We have to learn things without

KNOWING WY « « o o o o o o o o o o o o o [3....03...001....01
(49) Students know the goals of this class . ..[ J. . . .L 1...03 ...
(50) Things are well planred in this class . . [ J. . . .[ 1...03....01
(51) OQur teacher gives us good reason for ;

learning in this €lass. « « « « « « « « & [3....031...023 ... ]

194 50 26

]



Strongly Mildly Mildly Strongly .
Agree Agree Disagree Disagree

Student Decision-Making

(52) We are free to talk in this class about

anything we want. « « «-v « ¢ ¢ o o s o & [1....01 [1....01
(53) Students help make the rules for this
© ClASS e o s e e e e e e s ne s e s e e [i1....1 3 .03
(54) We are free to work with anyone we want
B0 iN this €lassS. o o « o ¢ o ¢ o o o o o r1....1 [ ] ..
(35) uWe can decide what we want 10 1earn in )
LhisS ClaSSe o o o o o o o o o o o o o o = ti1....01 r1....1
(56) Students help decide what we do in this
CIASS o o o o o ~ o s-o o s o s s o s o o ri1....1 [1....01
(57) Different students can do different
things in this class. « « « « ¢ o v ¢ o &« [1....01 {3 ...01
(58) Sometimes I can study or do things I am
interested in even if they are different
from what other students are studying or
doTNg « « v v o v o o e u e e e e e e L1 ...1 [1... .1
. (59) I help decide what I do in thisclass . . [ 1. .. .[] [1....[71
Peer Esteem
‘ (60) I help my classmates with their work. . . [ J. . . .[L 1. ..[ 1. ... 1]
(61) If 1 am absent, my classmates help me
to catch up on what I missed. . . . . . . ry.....1...0%...071.
(62) I 1ike my classmates. « « « « « ¢« « o &« R 1 PN [ PR [ PR I
(63) 1 1ike working with other ﬁtudentg in
LHiS ClaSSe o « o ¢ « o o o o o o0 o o o [1....0731...01%...01
(64) In this class, peop1e careaboutme . . . [ 1. .. .01...0 1 ...01
(65) If I had troub]e with my work, most of
my classmates would helpme . . . . . . . rl....g71...01...013
(66) My classmates likeme . . . . .« .+ o . [1.....01...01%....01
. , Classroom D1ssonance : ///
167) The students in this class fight with
CACH OLNErs « o o o o o o o s s o o o o & [1] r1...03...01
(68) The students in this class argue with
CACH OLNEr. o o ¢ "o o o« o o o o o o o o = [1.. {3 L 3. . [ 1]
) (69) Students in this class ye]] ot each o
Other « v v v o o« & e e e e e e e [1.. [1...1. L3
Student \Competitiveness
(70) There is a lot of competition in
tHiS ClASSe o o o o-o o o' 6 o o o o o o RS JI1. .01 .01
“(71) In this class, students compete with ‘
each other for good grades. . ¥ « « « . . 1. ...073...0%...07
195




Strongly Mildly Mildly Strongly

Agree Agree  Disagree Disagree

(72) When I'm in this class,. I feel I have

to do better than other students. . . . . [1....031...03 ...01
(73) Students in this class feel they have to

do better than each other . . . . . « . . [ 1. JI1...01 .01
Student Cliqueness
(74) Some groups of students.refuse to mix o : .

with the rest of the class. « « « « « « [ L.~ 1...01....01
(75). Certain students stick together in sma]]

© GTOUPS. + « o o s o e e s e e e e e e (j....01...01.. [ 1]

(76) When we work in small groups, many
students wort only with their close '
friends « « b o« o o o v o 0 e e e 00 o e (1....071..:00...0]

Student Compliance

(77) 1 usually. do my homework. « « « « « « © -« [1....01...00...01
(78) 1 usually do the work assigned in this

ClASS « o o o o o o o s o o o o o o s o s [l....01...03 ...01
(79) The students in this class usually do : T

the work assigned . « « « ¢ ¢ o o o o o r3....01...01....01"
(80) I usually do everthing my teacher tells )

ME £0 dOv o o o o o o o o0 o o o s o o o [1....01...01...1
Student ‘Apathy
(81) Failing in this class would not bother ’

most of the students. . « « « « « o ¢ o [}....01...00%.-...01
(82) Most of the students pay attention to

© the teaCher « « « o o o o o o o o o o o » [1....01...01...01

(83) Students don't care about what goes.on _

N this ClasSS o o o o o o o o o o s o o & [}....01...03 ...01
(84) 1 don't.care about what goes on in this o

ClaSS o o« o o o o o o o o o o o s o o o o (1. ...01...0%...01
Classroom Physical Appearance
{85) The room is bright and comfortable. LI . [1...01 [ ]
(86) 1 1ike the way this classroom 1ooks S I P rj...01 [1]
Student ~Satisfaction )
(87) Students feel good about what happens

iN this Class o« « o o o o o o o o o o o o (] (1...07....01
(88) I don't 1ike coming tc this class . . . . [ ] (1. [31....01
(89) After class, 1 usually have a sense of

sat1sfact10n ............... (1] 1. [1....01
(90) 1 feel good about what happens in this
\ ClA55 « o o o o o o o s o o o o o o o oo [1] 1. 1. .-.01
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DEMOGRAPHIC/BIOGRAPHIC INFORMATION

Age:

Sex: [ 1 Boy [ 1Gin
Grade:

Which one of the following categor1es best describes your racial/ethnic
background7

[ ] White/Caucasian/Anglo

[ ] Black/Negro/Afro-American

[ ] Oriental Asian American

[ ] Mexican American/Mexican/Chicano
[ J Puerto Rican/Cuban

[ ] American Indian

[ ] Other

(Note): Much of the questionnaire developed for secondary students can be
‘used for upper elementary students (approx1mate1y grades 4-6 or ages 9 or 10
through 11 or 12). Items either can be used as is or need to be modified to
simpler forms. Suggestion for the latter follow; otherwise, reference is made
to the appropriate secondary items.)



ASPIRATIONS & SELF-CONCEPT

1. Mark the ONE box that best éomp] etes each of the following sentences.

A B3 c.
If 1 could do any- | I think my parents Actually 1
thing I want, 1 would Tike me to...| will
would like to... , probably.. .

..Quit school '

as soon as ’

possible [T ] - L]
..Just Finish high |

school L - [] []
..Go to a .

college or

university L] L] L1
...Don't know [1 L] _ L]

1. General Self-Concept:.

3. Self-concept in Relatjon to Peers:

4. Academic Self-Concept:

Note: The same items defining these constructs for secondary students can be used
for upper elementary as well. However, instructions and response format may be
simplified as follows. ' .

uQ 2 ”
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These sentences are about you and how you feel about your self. Please look at
the practice sentence below. :

PRACTICE
Usuaily . = Unusually
. True. False
I'M pretty NAPPY « « o v ¢ v v e v b e e e e Cl1.....0]

Read the sentence to yourself as I read it aloud. "I'm pretty happy." How well
do you think this sentence describes you? If you think it is usually true about
yourself, mark the box under "Usually True." If you think it is usually false
about yourself, mark the box under "Usually False."

Read each of “the following sentences carefully and do them in the same.way we did
the practice sentences. ~ . . )

This is not a test, and you will not be graded. There are not right or wrong
answers. No one at this school, not even you teacher will see your answers.
Do you have any questions? Any time you can't read a word or understand a
sentence, please raise your hand.

e

s



SCiJOL CLIMATE & LEARNING
T ENVIRONMERT

~Physical Plarit

1. How much do the following words describe your school grounds, buildings
hallways, classrooms, and so forth?

Very Pretty Only A Not at

. Much Much - Little bit All
ClEAN « « « o & o o ¢ o o o o o a o o » (1...021...01...01
Pretty..........; ...... [] r1...01...01
NOTSY « o o o @ o o ¢ o o o o o o s o o L] r1...01...01
Too hot (in summer) . . . . . « . . .. L1. t1...01...01
Too cold (in winter). . . « . . . . . . 1. []‘. S I P
Easy to get around. « « « « « « « « « . [1]. [1...03...01
Ugly. « v« . .. PP [1...00...01...C1
DITEY « o o o o o o o o o o o o o o o s L1. (1...01..:.01
QUIEL « v v v e e e e e e e e e e e e 1. [1...01...01
DANGETOUS « « « = « = o o o o o o o o o [171. [1...01...°01
TidYe o« o o o 0 0 e e e e e e Ll1. (l1...01...01
LOts Of SPACE &« « « o o ¢ o o o o o o « 1. [-’]k.' L01...01
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Human Relations:

2. How much do the following words describe the principal at your school?

Very Pretty Only A Not at

Much Much  Little bit All
Friendly. « « « ¢ o o o v o o 0 a0 a [1...01 L01..0.0 ]
Helpful . . . T’;"‘: U S ] N P A |
Has high hopes for U « « + « « . - - [ ] [3...03...01
SCATY « v e e [1...03...00...01
TOUGN « o v v e e i e e e e (] []...01...01
SMATL « o v v v e e e e e e e e e 1 (] N (]
P S (.. 01..-01c..0]

’ Talks LO US « « « o o o v o v v v e v [3...03...03...01
Lets.us talk to him/he . « « - « « . . (1. (1] L1 ; L]
Doesn't care about us « « « + + + « - [ 1. [] .L1J. []
INteresting .« « o o & o o o 4 o e e e (1. (] .[1. []
FUNMY « v o o o e e e o e o e e e e e (1. [] L. (]
Admits when he/she 1s'wrong ...... 1. (] . ['].. (]
SEUPTAe + « o o v b e e e e e [1...01 [1...07
Prejudiced. « « « « o o o 0 e e oo L] [1...031...01 ‘

3. Does the prfncipa] know your name when he (or she) sees you outside your
classrooms? [ JYes [ 1No

4, Does the prihcipa] say hello to you when he (or she) sees you outside your
classrooms? . [ 1 Yes [ ] No.
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5. How much do the following words describe most of the teachers at'this school?

Very' Pretty Only A Not at

Much Much  Little bit All
Friendly. « v v v v v e e e e e [1...01 N O I
Helpful & v v v v v v v . s e [1...07...03...01
Jave high hopes fOr us. . . . . « « . . [1...0] [J31...0]
S EURURURUES A SRR o I O TP o
TOUGN = v v v e e e e e e e [1...03...01...01
STRFE « o o e e e e e e e e e [1...03...01...01
MEAN. « v e e e e e e e e e e e e [1...01...03...L1
Talks to us « « .+ - . . . U [1...03...03...0]
Lets:us talk to them. . « « . . - . RS O RO | 1...01. []
Doesn't care aboUt US « - - 4+ - . . . [1...01.2.01...01
Interesting . « « + e oo e D1 DT DT LT
now how 0 teach + o3 oo oo D 1L T DT DT ]
FUNNY « o v e e e e e e e e T1...01 [1...01
Admits when they are wrong. . . . .. | . ['h] L] 1. []
SEUPTd. v o T e e ST P P
Prejudice « & v v v v v e e e e e e e (1. [] [1...0]
Have their favorites. . . . . [ I O - I [1]
Do agood job . « » o v v o .. i . (i...01...01...°01
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6. 'How much do the fcllowing words describe how you feel about most of the
students at this schooi?

Very Pretty Only A Not at

Much Much Little bit All

Friendly. . . . . . . . . o o o oo .. c1...071...071...¢[1

Helpful . . . . . . D []...07...01...0]1

Have high hopes . . . . . . . . . . . . (1...071...01 .0

SPAMY v e e e e e e e e e e e e e {1 L] [1] (]

TOUGH « = v v e e e e e [1...01 [] []

STAFL v v v e e e e e e e e e e e [] L (] []

MEAM. « v v v e e e e e e e e e e e (1. [ ] ] (]

~Talk to each other. . SRR B R 1. L]

) Care about éach other . . . . . . . .. [1...0] 1. L]

Curriculum & Instruction:

7. A1l schools teach pretty much the same things, but they may think some things
are more important than others. Which ONE of the following does THIS SCHOOL
think is the most important thing for students? Read all four sentences
carefully, and them mark only one box.

[ 1.To work well with other people

[ ] To learn the basic skills in reading, writing
and arithmetic, and other important subjects

[ ] To become a better person

[ ] To get a good job

8.  If you had to choose only ONE most important thing FOR.YOU, which of the
following would it be? Read all four sentences carefully, and then mark only
one box.

[ ] To work weil with othar peaple
t [ 1 To learn the basic skills in reading, writing
and arithmetic, and other important subjects
L ] To become a better person
[ J-7o get a good job

g 7 204




9, Kids are usua]]y given grades like A, B, C, D, and FAIL. Suppose you could
give your school a grade. What grade wou]d you give to the teaching in this
school for each subject? Think about ALL the teachers and classes you have

. ever had at this school as you answer this guestion.
A B C D F

Reading & Language ArtS « « « « ¢ o o o o o o o [(J..01..01 .01 .1

MAathematiCs « « o o o o o o o o o o o o o o o o (1..031..01..03 .CJ

Social StUdieS. « « « o o ¢ o o v o e 00 .. rJ..031..01..013 .L1

SCIENCE & v o o o o o o o o o o o o o o o o o o (J1..03..01 .01 .1

THE ArES. « o o o o o o o o o o o o o o o o o o r(iJ..031..01 .03 .01

Physical Education. . « « « « ¢ ¢ ¢« v o o o o o (J1..031..01..03..C1

10. In general, how important are the following subjects?

Very Somewhat Not Al

Important Important All

a. Reading/Language Arts/English . . . . . . (3....073....0]1

b, MathematiCsS « « o« « ¢ « o o « o o o ¢ o o ry....0171. .1

" ¢. Social Studies {(history, geography, .

government, €tC.) « ¢ « o o . 0 e o . e (3....017. L]

de SCTONCE ¢ ¢ ¢ ¢ o ¢ o o o o o a0 o o o o r3j....017. (]
e. The Arts (painting, drawing, crafts

music, drama, dmc,(r%twewmtmg (1] 0T, . (]

f. Phys1ca1 Education. « « « .« . e e e e (1] .01, (1]

1i. In general how much do you like the following subjects?

Like Very Like Dislike Dislike -
Much Somewhat Somewhat Very Much

a. Reading/Language Arts/English . . . « . . . rJ..0] Y I PR I

b. Mathematics . i e (1..01 3 ...01
¢. -Social Studies (history, geography,

government, etc.) . . . . . . . L. ry..r03....03...01

de SCIENCE « v v o ¢ ¢ o o o o o o o o o o o o ryj..r03....0%L...01
e. The Arts (painting, drawing, crafts,

music, drama, dance, creative writing . . . (31..0]1] R I R

tl1..0] I3 ...01

f. Phys;ca] Educat1on .............
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Issues & Problems:

(Note: (a) These represent a possible subset of those asked teachers and parents
that might also be appropriate for upper elementary students.

~(b) Response scale depends upon the maturity level of each student. the
dichotomous scale "Usually True/False" used above can be used here if students
would find something like a 4-point agreement scale too confusing.)

These sentences are about your school.

Let's try a practice gquestion about your school, first.

PRACTICE oo
Usually Unusually
True False

The people in this school are Friendly « « o o o o 0 o0 o u [l.....[]

If you think the people in your school are usually friendly, mark the box under
USUALLY TRUE. If you think they are usually not friendly, mark the box under
USUALLY FALSE.

Now do the rest of the questions.

Usually ~ Usually

True False

1. Most of the teachers at this school

are-doing a good Job « « « ¢ e 0 o e e o .. TN ) R
2. 1 think students of different races or '

colors should go to school together. . . . . . . . .. L1...01
3. What I'm learning in schocl is useful

for what I need to know NOW. . . « o « ¢ o v o o v o L1...01
4. What I'm learning in school will be

useful for what I will need to know ‘ ,

LATER in life. « ¢ v ¢ ¢ o o« o & @ e e e e e e e . [31...01
5. Many teachers at this school don't like

some students because of their race or {

COTO . & o o s o o o o o o o o o s s s s o o o o o < [1...0]1]
6. Girls get a better education than boys

at this SCHOOT & & v v ¢ ¢ o o o o o o o o o o o o o o [31...0]1
7. 1 think students should be bused so that |

students of different races or colors

can go to school together. . . . . « . ¢« o o o o o t3...0]1]
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Usually  Usually

True False

8. Drug use is a problem at this school . . . . . . .. (1...01
9. 1 would be willing to take a bus to a

different school so that school could

have students of more than one race

Or COTOT @ v v ¢ o o o o o o o o o T e e e e e e '[ J...01]

" 10. Many teachers at this school don't '

care about studentS. « « & ¢« ¢ 4 o 4 e e e e e o ow C1...01
11. Lots of students in this schoolldon't

1ike other students because of-their

race or CoOlor. . « « « « . e e e e e e e e e e e [T...01
12. There are places in this school where

1 don't go because I'm afraid of other

STUAENES v« ¢ & o o o o o o 4 o s s e e e e e e e [l1...01
13. Boys get a better education than girls

at this SChool « v v v v v v v v v v e r(1...01
14. Studen.s of all races get an equally

good ¢ Jucation at this school. . . .« « « . « « o . C1...0]1]
15, 1f 1 had my choice, I would go to a -

different school . . . . . . @ e e e e e e e e e [l1...01
16. It is easy to make friends at this

school « « « « . . e e e e e e e e e e e e e e e [1...01
17. There are things I want to learn

about, that this school doesn't

TEACh. v v ¢ ¢ ¢ 4 4 4 e oo e @ e e e e e e e e [ 1] []
18. I 1ike the way this school 100kS « « « « « « « o & & L1...01
19. It's not safe to walk to and from ~

SChOOT ATONE v v v v v o o o o o o o o o o o o o o o [1...01
20. It is easy to gét books from the

SChoOT 19brary « v v o ¢ o o o o o o o o o o o o o » [1...01
21. In this school, we feel we have to

" get good grades all the time . . . . . . ce e e [1...01

22. Students at this school are afraid

to disagree with their teachers. . . . . « « . « . . [1...01
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23. T 17Ke SChOOT. « ¢ v o o o o o o ¢ o o o o o o o o s ri...

24. It is worth going to school because
it will help me in the future. . . . . . . . . . .. (1...

- 25. In general, the people at this school
can be trusted « « ¢ ¢ vt h e e e e e e e e e e e (1...

26. This school gives students a good

EAUCELION. « « v ¢ ¢ ¢ 4 o e e e e e e e e e e e e £1...
. 27. 1 am satisfied with how well I'm doing
TN SCROOT. ¢« v & v o v o o o o o o o o o o o o 0 s £1...

28. Things in the school library are useful
LOME: o o o o o o o o o @ e e e e e e e e e e e e (i1...

29. Student government is a waste of time. . . . . . . . (1...

30. I 1ike or would like being in classes with
students younger or older than I am. . . . . . « . . Ci1...

31. I like or would like to have classes in

different places during the day. . . . « . « « « . . £1...
L
. 32. 1 like or would like working with different -
groups of students during the day. . . . .. . t..[]1..
.
. o
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oo

CLASS CLIMATE & LEARNING
ENVIRONVENT

(Notes: (a) The following items are intended to reflect a variety of climate
and Tearning environment constructs. Some are organized into clusters under

“one heading. Most are left as single items with their content sel f-

explanatory. L ,

(b) The response scale again depends upon the maturity level of the
students. An intermediate scale might be useful here. For example: How
often do these sentences tell how it is in your class? “Always or most of the
time," “Sometimes," or "Hardly ever or never." Students would respond on this
3-point scale.)

Always or Most Hardly
of the time Sometimes Ever or Never

Teacher Concern

1. My teacher listens tome . . . . . . . . . C1..... Cl.... 1,
2. My teacher makes the class fun ‘.

forme « « « « o . . e e e e e e e e e (3..... (1 .... (]
3. My teacher is friendly . . . . . . . R [ ri....._[0])
4. 1 1like the teacher in this class . . . . . (i31.....02..... (1]
5. 1 wish I had a different teacher for ’

TNiS ClaSS o v v o v o o v e e e e C1..... £3.....01
Peer Esteem
6. Students in this class are unfriendly

O ME. v o o o o v o o o o o o s o o o oo ty.....002.... (]
7. 1 like working with other students in

TNiS ClasSS « « v + o s o o o o o o o o o o r1..... (1 ....01]
8. 1 1like my classmates . . « « ¢ & o o « o -« £1..... CJ..... (]
9. In this class, people care aboutme. . . . [ 1. .. .. £3..... []
10. My classmates like me. . « « « « « . . SRR [ T I R (1]

Teacher Punitiveness

My teacher hurts my feelings . . . . . D i

11. rl....0]

12. I'm afraid of my teacher . « . . . . . - . (3.....02.... (1]
13. My teacher gets mad when I ask a question. Ei31..... Cl.... (]

14. My teacher makes fun of me . . . . . T I T A P (]

15. My teacher punishes me unfairly. . . . . . CJ3..... (3..... 1

Rules and Regulations

16. We don't have too many rules in thisclass [ J . . . .. (1 ....01

Physical Environment

17. 1 like the way this classroom looks. . . . [ 1. .. .. C1..... []

2N
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‘ Always or Most - Hardly
- of the'time Sometimes Ever or Never

Student Decision-Making

18. We can choose what we want to learn in . .
TNis ClaSSe o o o o o o o o o o o o o o o o (l..... (1....01 ’

Teucher Favoritism

19. The teacher likes some students in this v
class better than others. . « « « ¢« « & « & ry..... [y....01

~ Student Cliqueness

20. When we work in small groups, many stu-

dents work only with their close friends. . [ 1. .. .. (1....01
Difficulty
- 21. 1 have trouble reading the books and other
materials in this class « « ¢ ¢ ¢ ¢ o o & C1..... (1....0]1

Student Satisfaction

22. 1 feel good about what happens in this
C1ass « « o o o o o o o e e e e e e e e e (1.....01....01

Organization -

23. Many students don't know what they're
supposed to be doing during class . « . « . Cl..... (1....01

Student Aéathy

24. Students don't care about what goes on .
inthisclass « « o v o o v v v o oo v (l1..... (31....01

Student Decision-Making

25. I would 1like more chances to help choose
what we do in this Cl1asS. « « ¢« ¢ &+ « o o & EJ1..... (y1....01

Student Competitiveness

26. Wnhen I'm in this class, 1 feel I have to
do better than other students . . . . ... (1. ... 0100

. Teacher Clarity

-

27. Our teacher gives clear directions . . . . [ JT. . ... (1....01
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Always or Most Hardly
of the time” Sometimes Ever or Never

,

Teacher Flexibility

28. Our teacher never changes his/her mind
about anything « « + o o « ¢ o ¢ o o o o o o L3 .... r3...... []

Appropriate Practice

- 29. 1 forget things I've been taught in this :
class because I don't practice them enough .[ 1. ¢ . . .0 1. .. ... L]

Teacher Condescension

30. Our teacher treats us like babies. . R I . BN 1 P []

Teacher Enthusiam 4
31. Our teacher has fun teaching. this class. . .[ 1. . . .. CI..... L]

Time (Pacing/Speed)

32. 1 do not have enough time to do my work ,
for this €1ass « « « « « e e e N I PP 3. « « « o [ ]

Te-acher Task Behavoir

33. Qur tedcher makes sure we finish our work. .[ 1. . . . BN I P, L]

Student Decision-Making

‘34, Students help decide what we do in this ‘
ClaSSe « o o o o o o o o o s s o o o o s o o [3..... C3...... [ ]

Student Compliance

35. 1 do all the work my teacher givesme. . . .L 1. . ... 1. ... .. L]

Goals and Objectives

36. Our teacher tells us ahead of time what -
we are going to learn about. . . . . . . . B I Ci...... L]

Knowledge of Results

37. 1f 1 do my work wrong, my teacher tells
me how to do it right. « . o v v v v oo ‘,[ ... .. C3..... [ ji
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Always or Most Hardly
of the time Sometimes Ever or Never

Student Freedom

38. We don't feel 1ike we have any freedom. . .[ 1. ... .. (1....01 .

Classroom Dissonance

39. Students in this class yell at each -
OLREI & o o 4 o o o o s o o 8 o o s o ¢ o & ri1...... [1....01

Perceived Purpose

40. We have to learn things without knowing :
why L A L D L L B D A [ ]t...j. .[]... .[]

Grading

41. The grades or marks I get in this class
are fair. « . . . . . . . e e e e e e 1l ..... (1....01

) Materials

42. There are not enough books or materials :
. ~ for everyone in this class to use . . . « . [l ..... rl1....0]1

Individualization  °

43. 1 have to do the work the teacher gives
us, even if I already-know how to do it . .[ 1. . . . .. (1....01

2. What ;Bu are learning in some subjects may be more interesting for you than
what you are learning in other subjects. Think about what you are Tearning-in
each of the subjects listed below. Then mark the .box that tells how interest-
ing or boring each subject is for you in this c1ass

Very Sort of Sort of Very
Interesting Interesting Boring - Boring
Reading/Language Arts . . « « « « « « o . I P (l..... (1....01
MathematiCs o « o o o o o o o o o o o o » [l ..... [l .... 1. . (]
Social. StudieSe « « « ¢ ¢ ¢ o 0 e .0 o . Cl...... (1 .... r1.. (]
SCTENCE o o « o o o o s o o o o o o o o o £i1...... (1. .... 1. . (]
THE APtS. o « o o v o o o o o o o o o o o 1. ..... (1 ....012. (]
Physical Education. . « « « ¢« ¢« o ¢ o & Flo..... (l1..... (1. . [ 1
uQ 15 213




3. Some things may be easier for ‘you to do thar others. Think about the work you
do in each of the subjects listed below. Then, for each one, mark the box
that tells how hard or easy the work in this class is for you. )

Too Sort of Not too easy Sort of Too

Easy Easy Not too hard Hard Hard
Reading/Language Arts . . . [ J. . . . . [ le oo, [ 3] .[L1. .01
Mathematics « « « o o o o o [l .... (1.....01....01..01
Social Studies. .« . .« . . . £l..... [l1..... [}....C01..01
SCIENCE « « o o o o o o o o Ll ..., ryj..... [] .[1. .01
The ArtS. « « o o o o o o o ‘T ... [l1..... L N I
Physical Education. . . . . [l ....01..... 4 ... [1..01

4. 1In this class, how much time is usually taken by the following 3 things?

Mark the box under the word "Most" for
thing that takes the most time.

Mark the box under the word "Next Most" for the thing that
takes the next most time._

Mark the box under the word "Almost Least" for the thing
that takes almost the least amount of time.

Mark the box under the word "Least" for the thing that
takes.the least amount of time.—— &

\

Least ' Almost Next : Most

: ‘ Least Most
(1) Daily routines (passing out materials, taking
attendance, making announcements) . . . . . . . . [(1..01..01..C1
(2) Learning. « « « « « « « e e SN o P o P O I
(3) Gettirg students to behave. . . . «-v o+ .« . . '.f lo . C1. .1 .01
(4) Other things like talking to friends, doing . |
NOthing, EtC. « « o « o+ ¢ o v o o o o o o o o o o [1..01..01..01

5. - How many hours of homework do you have each day for this class?

Nen
About 1/2 an hour
About. 1 hour
Ab
Mo

(1%

out 2 hours
re than 2 hours

rmrmororrir
e e i
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6. How often do you do your homework for this class.

[ 1A the time

{ 1 Most of the time

[ ] Only sometimes .
[ ] Never

7. How soon does your teacher usually return your work? ‘

[ ] the next day
[ 1 2 days later
[ ] 3 days later
[ ] 4 days later
[ 1 5 days later or more

_ 8. When you make mistakes in your work, how often does your teacher tell you how
to do it correctly?

[ J A1l the time

[ ] Most of the time

[ 1 Only sometimes : AN
[ 1 Never

9. How often do your parents or other family members help you learn. fhe work in
"~ this class?

[ ]A1 the time

[ ] Most of the time
[ ] 0Only sometimes

[ 1 Never

(Note: The following items would be repeated for and tailored to each of the
following subject areas: reading/language arts; mathematics, social studies,
sicence, the arts, physical education, and/or any other division of content
relevant for upper elementary classroom.)

10. Listed below are some things that might be used in (subject title).

______.Mark the box which

. tells how much you
FIRST: Mark "Yes" for each thing like or would like
you use in this classroom to use each thing,
and mark "No" for each even if you don't use
thing you don't use. .THEN. « ——— | it in this class.
Yes No : Very _ Not At
Much Somewhat all
L3...071... Textbooks « « « « « « « « £i1..... ri1.....0°:
ri1...0]1 . Other books « « « « + « « . ril..... T3 .... [1]
uqQ 17
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Yes

No Very Not At
Much Somewhat ail
[ J.. .0 1. ..Work sheets « « « « « « « & ri..... [l .... [ ]
Films, filmstrips, or - ’
[3...00 . .slidese v e v v v v ool loe e D1 (]
(1. .. 1...Learningkits . « « « « + « ri1..... [1..... [T
[3...]. ..Games or similations. . . . [ 1. . ... (3. ....[1
[ 1. ..[ 1. .. Newspapers or magazines . . [ J. . . .. (l..... (]
[ 3. ..[ 1. .. Tape recordings or records. [ J. . . . . (1. ....T13
[1...01. .. Television. « « ¢« « « « + . ri1..... L] ... (]
[]...01 ..Computers . « « « « s « o (1..... C1..... (]
' Things 1ike slide rules, :
(3. ... 1. ..calculators . . . . « « . P I PR Ci1..... (]
: Things 1ike globes, maps,
' []...0]...andcharts. « « « « « « .« (1. .... riJ..... (]
. Things like animals and .
[7. .07 .plantse v v ¢ v o v 0 o oo (1. ...s031....01
* Lab equipment and .
[3...0]. . .materials « ¢« ¢« v ¢« o« & & ri1..... (1....01
11. Listed below are some things that you might do in (subject title}.
sMark the hox which
tells how much you
- : like or would like
A FIRST: Mark "the box which tells To do each thing,
Y ' whether or not you do each even if you don't do
thing in this class. . « . « « ——— I it.in this class.
' Yery . Not At
Yes No Much Somewhat all
Listen to the teacher when
he/she talks or shows how -
[3]...0]...tdosomething. .....[]1....001 .... [1]
(1...01] . Go on fieldtrips . . . . . ty....000.... [ ]
Do research and write
reports, stories, or
CJ. .0 ], .poemS o« v v o oo o o o oo (1....073..... (]
[J..[01]... Listen to student reports . [ 1. . . . [d. .., (]
Listen to speakers who
[]...0]...cometoclass « « « « « « & (3. I I PO (]
[ J...[1...Have class discussions. . . [ ]. A I PO [ ]
f3...01. ..Build or draw things. . . . [ 1. 010.. .. 1]
Look at film, filmstrips
[1...0]...orslides v « o« o« oo 1. A I [ ]
Do problems or write
[ J...[]... answers to questions. . . . [.]. S I PO (]
[]...[ 3. ..Take tests or quizzes . . . [ ]. . [ % ..... [ 1
[]...[03. ..Make films or recordings. . [ ]. A I PR I
[]...1...Actthingsout. . . ... .L 1. I I P [1]
[ ]...0 ... Read for fun or interest. . [ ] . S I R [1]
Q ‘ Ko uqQ 18
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Yes No | . Very © Not At

Much Somewhat all
[ ... ]...Read for information. .. . . [ 1. .. .[J. ... .[]
- (3...0 1. .. Iterview people . . . . . . (1..:..013..... [}
Do projects or exper1ments
[ J...01... that are already planned. . [ J . .. .[ 1. .. .. (]
Do projects or experiments
[3...0Jc.-.thatIplan. .. .. ... rcy....030 ... []
(1...0 3. .. Usecomuters . . . .... (31....01 .... (1]
12. Listed below are some thing$ your teacher might have you do in (subject
title).
) —__sMark the box which
_ tells how much you
' : N 1ike or would 1ike
FIRST: Mark the box which tells to do each thing,
" whether or not you do each even if you don't do
thing in thisclass. . . . . . S it in this class.
. Always or
i most of A , Very Not at

the -time  Sometimes Never - : Much  Somewhat . all

- Remember facts, dates,
" names, places, rules, _
(y1....03....70 ..cetc. v oot R [ PR I (N
- (1....03....017.. .Do numer problems . . . Y I [P I PR I
Tell in my own words what -
= 1 have read, seesn, or
01....01+....03..eard. © v v v oo (1 ...01..0]1
] Write my own stories, : A
[1....01....073.. .plays, poems,.or problems.[ 1. . ...l 1. . .[']
"~ Tell how stories, people,.
problems or rules, ideas,
(1....073....017. . .are the same or d1fferent t3....03...01
Do experiments, take
things apart or create '
[3....01..¢0.00]. . cnewthings o « « v & o o (1....01. ..}
Decide what is good about
projects or performances,
what needs to be made
[1....073....C ].\} .better, and why. . « . . [ 1. . . .[ 1. . .[]

—
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13.

14,

15.

- -16.

Listed below are three ways students can work when they study (subject
title). Tell whether or not you like or would like to work in each way.

Yes Sometimes No
“Alone by myself « ¢« . v v 0 o e e e e £1....01...01
With @ Small group. « « ¢ o o o o o o o o ra....01...01
With the whole €1asSe « « « « + o o o o & L] L1 L]

How often can you choose your own (Subject title) books and materials in this
class? (Mark ONLY ONE box) : '

[4

[ ] Whenever I want to
[ ] Sometimes
[ ] Never

Imagine a small grbup of studnets (about 4 or 5). Imagine also that some of
these students know less, some know as much, and some know mor: than you about
(subject title). Would you like to work in this group IF you knew that
students would cooperate and help each other learn?

-

T Yes | [ ] Maybe - [ 1 No

What is the most important thing you have learned or done so far_in (subject
title) in this class? MWrite a short answer in tre box below. (Do not write
OUTSIDE the box) o |
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DEMOGRAPHY /BIOGRAPHY

(Note: These ‘data should be recorded
by teacher or data collector.)

1. Age:

2. Sex: [ JBoy [ JGinm
3. Grade:
4, Race/ethnicCity:

[ ] wiiite/Caucasian/Angloc

[ ] Black/Negro/Afro-American

[ ] Oriental Asian American

[ ] Mexican American/Mexican/Chicano
[ ] Puerto Rican/Cuban

[ 1 American Indain

[ ] Other

Note: Depending upon the maturity level of the early elementary
students (approximately grades 1-3 or ages 5 or 6 through 7 or 8),
mere or less of the upper elementary questionnaire may be used.
The questions to follow are intended as examples of how some of
the items in the upper elementary questionnaire can be transtated
to 3- or 2-point response formats for early elementary students.

PRACTICE

_ Yes Sometimes No

1.1 like icecream. « « ¢ ¢ o 0 . o o . (1...017....[]
2. I play with friends after school. . . tl...01. L]
L1. N

3.1 1ike to go to bed farly . . . . . . (l1...

Note: This is the génera] format for items. They must be read
aloud, one by one. Picture symbols accompany each item so that
students can be easily directed, e.g., “Put your finger on the cup."

.

EQ 1
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ABOUT YOU, YOUR CLASS, YOUR TEACHER

Self-concept: Academic:

1. I like to do sChool work. « « & o o o o o o o o o o @
2. 1'm doing the best work that I can./. . o o v o o« -
3. I'magododreader . « « v v ¢ v 0 o oo e e oo e e

Attitudes Toward School:

4. T 7ike SChOOT « v v ¢ o v o o o o o o s oo 0o ..
5. 1 want to go to a different school. . . . « . » . . .

6. 1 like staying home better than going to school . . ..

Teacher Concern:

7; My teacher listens to me. . . . « « o ¢ « ¢ e e e
8. My teacher is friendly. . . . « o o o v o o o .
9. 1 like my teacher . « «» « « « + - e e

Peer Esteem:
10. The kids in this class are friendly tome . . . . . .
11. I Jike the other kids in this class « « « « « « « «

12. 1 have ‘many friends in this class « . .« ¢« o+ o -

Teacher Punitiveness:

13. I'm afraid of My teacher. « « « « « « o o o o o ¢ o+
14. My teacher gets mad when I ask questions. . . . . . .

15. My teacher is mean tO Me. . . . « o+ o ¢ v o o - - .

Time/Pacing:

16. 1 have enough time to do my work in +his class. . «

o3~ EQ 2
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t1.
t1.
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L1..
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Yes Sometimes No
17. 1 need more time to do my work in this class. . . . .[ 1. ...C03...[]

“9

Teacher Clarity:

18. I understand what my teacher wants me to'do . . . . . (1....01...01

19. 1 get mixed up about what my teacher wantsme to do .[ 1. .. .[1...017"

Knowledge of Results:

20. If I do my work wrong, my teacher helps me

to do it right. . . . . . . .. e e e e e e [P [ I I .0
21, If 1 do my work wrong, nobody ever helps me

doitright « « v ¢ v v 0 v v v e e e .. e e e (3....01...01
Difficulty:

—d

22. A lot of the work in this class is too hard forme. L 1. .. .[1...[

Classroom Dissonance:

23. Kids in this class fight with each other. . . . . . . [1....01...01

24. The kids in this class help each other. . . . . . . . (l1.... [']‘: .0

Teacher Task Behavior:

25. Our teacher makes sure we finish our work . . . . . . ty....[0131...01

Teacher Favoritism:

26. My teacher likes some kids in this class better
Than Others « « « o o o o o o « o o o o o o o o o o & (1....01...[1

27. My teacher acts the same way toward all the kids ‘
TN EhiS ClASS « o o o o o o o o o s o o o o o o o o o tl1....01...0]1

Student Compliance:

28. 1 always do what my teacher tells me to do. . . . . . (y3....071...[1
29. 1 only do scme of the things that my teacher
tells Me 10 dO. v & v v o o o o o o o o o o o 0 0 o . (1....071...[1

~

EQ 3




Student Decision-Making:

30. I choose what I want to do in this class

WHAT SUBJECTS DO YOU LIKE?

1. Do $ou like READING?

2. Do you 1ike MATH?

3. Do you like SOCIAL STUDIES?
4, bo you like SCIENCE?

5. Do you like ART?

6. Do you Tike MUSIC?

7. Do you like P.E.?

Yes No

L] (]

Yes No

(1 . C]

Yes No

(] (]

Yes No

(] L]

Yes No

] L]

Yes No

(] (]

Yes No

(] ]

THE WORK IN DIFFERENT SUBJECTS

MAY BE EASY OR HARD FOR YOU.

1. Is READING

2. Is MATH

3. Is SOCIAL STUDIES

4. Is SCIENCE

5. Is ART

22,

A

EQ 4
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Easy
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Easy
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Easy
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6. Is MUSIC - ' Easy Just Right Hard

) [] [] [
7. Is P.E. ) : Easy Just Right Hard
[ [1]. ]

'WHAT DO YOU LIKE TO DO IN THIS CLASS?

1. Do you 1ike to read bocks? Yes No

' [] []

2. Do you like to watch films or T.V.? Yes No
e [] []

3. Do you like to sing songs? . Yes No
[] ]

4. Do you like to do work sheets? Yes No
L1

5. Do you 1like to write stories? Yes No
[] 1

6. Do you 1ike to paint or draw? Yes No
1 A

7. Do you like to take tests? Yes No
[] ]

8. Do you like to play math or reading games? Yes No
: N 1 -~ []

9. Do you like to 1isten to the teacher Yes ¢ No
talk or read to the class? [ L]

10. Do you like to talk about what you Yes No
| ' are learning? : (1] L]
' 11. Do you like to use the computer? - Yes No
’ [] []

EQ 5
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"WHAT TAKE THE MOST TIME IN THIS CLASS?

1. Passing out materials and taking attendance L]
2. Learning - []
- 3. Getting students to behave ‘ - 01

LEQ 6
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[ 7 30-39
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DEMOGRAPHY /BIOGRAPHY

~ Note: With slight rewording, many of the following questions
could apply to adult respondents in the community at large.
Replacing "parents" with "commnity members" can change this
Parent Survey into a community survey.

hat is your age?

] Under 21
] 21-19

] 40-49
] 50-59
] 60-69
J 70 or over

What is your approximate total family income?

] Less than $5,000
] $5,000-9,999

] $10,000-14,999

] $15,000-19,999

] $20,000-24,999

] $25,000 or more

hich one of the following best describes your racial/ethnic background?

W

[ ] white/Caucasian/Anglo

[ ] Black/Negro/Afro-American

[ ] Oriental/Asian American

[ ] Mexican Amer1can/Mex1can/Ch1caro
[ ] Puerto Rican/Cuban

[ ] American Indian

[ -] other

hat is your highest level of education? (Please mark ONLY ONE)

W
[ ] Completed eighth grade or less

[ ] Had some high school, but did not finish

[ ] Completed high school

[ ] Completed technical trade or business school

[ ] Had some college, but did not finish

[ ] Graduated from a junior college

[ ] Graduated from a 4-year college or university

[ ] Completed a post-graduate or professional degree

How many of your children are currently enro]]ed in this school?

0 1 226



What is your relation to the child {(or children) attending this schooi?

[ ] Mother

[ ] Father

[ 1 Guardian
[ 1] Other

How many of your children under age 18 are currgnt]y Tiving at home with you?

or more

o
Q
&3
E

ny years have you lived in the area served By th1s school?
ess than 1 year ‘ :
years : . N

[ ]

{ ]1-3

[ ] 4-8 years
[ 19

L]

-

15 years
More than 15 years

, Pl omn Rt S R ama U ama T amn B unn h amn )

HOME LEARNING ENVIRONMENT

About how many children's books are available in your home for your child
(children) to read?

[ 7 None

[ JA few

[ 1 A dozen or so
[ ] Many

How often do you check out books for your children at the library?

Never
Several times a year

>
oo
N

/ PQ 2



3. How often do you read stories with your child (children)?
' [ ] Every day

[ ] Several times a week

[ ] Several times a month

[ ] Hardly ever

[ ] Never

4. About how many hours of homework does your child have each day?

. [ ] None

1 About 1/2 hour
1 About 1 hour

] About 2 hours
] About 3 hours
] 1 don't know

L
L
L
L
[ -

5. How often does your child do his{her) homework?
[ ] A1 the time

[ ] Most of the time

‘L ] only sometimes

-[ ] Never.

6. ~How often do you help your'child (children) to learn their work?
AN the time . [
Most of the time ’
Only sometimes

Never ’

-~

[ )
- [ ]
[ ]
[ ]

7. About how many hours of TV does your child watch each day?

[ ] None [ ]4 [ 1] 8 or more
L 1 [ 15 [ J1don't know
[ 12 [ 16 /
’ [ 13 [ 17

8. What are your feelings, hopes and expectations about your child's education?
Mark the ONE box that best completes each of the following sentences.

£ - B. \ c.
. If I had my wish, 1 think ' Actually,
> I would like my child would child will
' child to... Tike t0... O EroBaB]z...
...Quit school as
soon as’possible: [ ] [ 1] L1
...Finish high school: L] \ [ ] \ L]
...Go to trade or .
) technical school [ 1] [ ] | L]
...G0 to junior college [ ] | L 1] | L]
225
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8. {cont.)

L e
If 1 had my wish, 1 think my Actually, my
I would like my child would child will
child to... Tike to... : Erobabiy...

..Go to a 4-year :
college or university (T [ ] [ ]

..Go to graduate school

after college ] (I . [ ]
..Don't know [ 1- [ ] ' L1
SCHOOL CLIMATE AND LEARNING ENVIRONMENT
Problems: ,
b .
1. Below is a list of things that could be problems at any school.
FIRST: To what extent do . SECOND: If you had to choose
you think_each is a problem the one biggest problem at this
at this school? . school, which would it be?
{Please mark ONLY ONE.)
A Not a Minor Major . ﬁ? Most
' Prob- Prob-  Prob- _ Important
lem  Tlem lem . N
[ 1.0 1.0 1..a. Student T [ 1°
( 1.0 1.0 1. .b.Poorcurriculum . . .. ...« S
[ 1.0 1.0 1. .c.Prejudice/Racial conflict . . . . .« oo oo . . [ 1
[ J.0 1.0 3. .d.Drug/Alconol use « « « « ¢ o« o o o o o o o o o o ¢ [ 1
[ J.0 1.0 1. .e.Poor teachers or teaching . . < . o ¢« « ¢ o o o [ 1]
[ 7.0 1.0 J..f. School too large/Classes overcrowded . . . . . . . [ 1]
[ 7.0 1.0 J1..g. Teachers don't discipline students . . . . . . . . [ ]
[ 3.0 1.0 1. .h.Busing for integration . . . . . . ¢« . ¢« ¢ o o [ 1
i. Inadequate resources (such as personnel, :
t1.03.073...... buildings, equipment, and materials) . . . . . [ ]
[ 1.0 1.0 1. .3j. The administration at this school . . . . . . . . [ 3]
k. Lack of student interest (poor school spirit,
L 1.0 1.0 1..... .don'twant to Tearn) « ¢ v v 4 e v e e e e .. [ ]
‘ 1. Federal, state or local policies and regulations
cy.c1.03...0.. that interfere with education . .. . . . . . [ 1]
[ 1.0 1.0 1. .m Desegregation . . . .« « o v v o o o o o o o o oo [ 1
[ 7.0 3.0 J1..n.Lack of parent interest . ... . . « « ¢« ¢+ o o o [ 1]
gy - 0. Lack of staff interest in good school-community
[ 1.0 3.0 1..4+...relations . . ¢ oo o oo o oo A
[ 7.0 1..0 1..p. Standards for graduation and academic requirements (]
[ 1.0 1.0 1..q.Vandalism . . .« o v v v v v v oo e e e [ ]

P 4
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Curriculum and Instruction:

Schools usually provide education in a variety of areas. However, some areas
may be more important-at one school than at another.

- ] 2. As far as you can tell, how importaht does THIS SCHOOL think each of the
following areas is for the education of students at this school?

o

a. SOCIAL DEVELOPMENT
{Instruction which helps students
learn to get along with other students

and adults, prepares students for Some- Some- Very
social and civic responsibility, ' Very what what Unim=
develops students' awareness and Impor- Impor- Unimpor- por-
appreciation of our own and other tant ‘tant  ‘ tant tant
cultures) . . . . « . . i i v e e e e .. t 1..C071..0731..°01

b. INTELLECTUAL DEVELOPMENT
{Instruction in basic skills in math-
ematics, reading, and written and
verbal communication; and in criti-
cal thinking and problem-solving

abITTLIES) .+ v v v owe e [ 1..03..01..01

Cc. PERSONAL DEVELOPHMENT - '
(Instruction which builds self-confi-
dence, creativity, ability to think PR
independently, aid self-discipline) ... . [ 1. .0 1..0 1..[ 1

d. VOCATIONAL DEVELOPMENT
(Instruction which prepares students
for employment, development of skiils
necessary for getting a job, develop-
ment of awareness about career : v
choices and alternatives) . . . . . [P I T R T R

3. Which one do you think receives the most emphasis at this school?
(Please mark ONLY ONE.)

[ 7 Social development

- [ ] Intellectual development
[ - 1 Personal development
[ ] Vocational development

4. Regardiess of how you answered the pre- - Some- Some- Very |
vious questions, how important do YOU Very . what what Unim-
THINK each of these areas should be at Impor- Impor- Unimpor- por-
this school? tnat tant tant tant
a. Social development . . . . . . ... .. ( 1..031..01..1
b. Intellectual development. . . . . . . .. c 1..01..071..01
c. Personal development. . . . . . . . R I R I AR I R
- d. Vocational development. . . . . . . . . . c1..01..071..0C 1
PQ 5
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5. If you had to choose only one, which do YOU THINK thnis school should

emphasize? (Please mark ONLY ONE.)

[ ] Social development

[ ] Intellectual development
[ 1 Personal development

[ 71 Vocational development

Students are often given the grades A, B, C, D, and FAIL to describe the

quality of their work. If schools could be graded in the same way, how

would you grade this school in terms of the job it is doing in providing
quality education in each of the following areas?

Basic Skills (Reading,'Math, Oral and

—Written Language) . . .« o o e e o o- e

Career Preparation (Skills related to
selecting vocations and professions
and in getting and keepirg a job)

Human Reiations (Ability to work with

and det along with others) . . . . . .

Critical and Independent Think{qg
(Skills in thinking, problem

solving, making decisions) . . . . . -

Humanities (Knowledge of and background
in nistory, foreign languages,

philosophy « « ¢ ¢ ¢ o o o v o o o o e

Sciences (Understanding of the physica
and 1ife sciences) « « « o ¢ o o o .

Responsibility (Ability to behave respon-
sibly in interacting with others and

in making decisions) . . . « « o o . .

Life Skills and Attitudes (Understanding
essentials in dealing with adult
living, e.g., background in consumer
awareness, parenting skills, etc.) .

Health (Understanding and habits relative
To maintaining physical and emotional

well-being) .« « v v o e o v v o o v s ‘

The Arts (Painting, drawing, crafts,
music, drama, dance, photcgraphy,

Filmmaking) « ¢ ¢ ¢ o 0 s e e e o e e

.

N

L

1.

1.

1.

1.
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7. Have you had serious objections to any films, books, or other learning
materials that your child {or children) has {or have) used at this
school, for any of the following reasons?

-. Yes No
Political beliefs . . . . . . . . .. [ J..0 1]
Theory of evolution . . . . . . . . . [ J..[ .]
Sex education « . ¢ v v 4 v e . . . . L J..0 7
Religious beliefs ..« v ¢« v v ¢« o o & L 1..0 1
Attitudes toward women and .

theirrole « v v v v v v v v o P I O
Too little emphasis on ]

minority groups .+ « « « . o o L 1..0 1
Ways in which minority groups

are protrayed . . . . . . . .0 1. .00
Too much emphasis on :

minority groups . . . . ... I [ R |

Sexually explicit reading material . . [ 1. .[ ]

SCHOOL-COMMUNITY RELATIONS - -

1. During the last year, about how many-times have you talked to your ch11d ]
or children's) teacher( ) at this school?

{
[
[
[
{
{
[
{
[
[ or more
L ot at all

Ween you have to cdntact the school regarding your child (or children), how
quickly does the school respond to your request?

~N
.

[ ] The school usually responds quickly

[ 1 The school responds, but after some delay
[ ] The school usually doesn't respond at all
[ 11 have never had %o contact the .school

[g)
L
O
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3. . Some parents feel they know. a great deal about what goes on at their child's
(or children‘s) school; some feel they know just a moderate amount; and some
feel. they really know very little. How much do you feel you know about this
school?

;[ 1A great deal [ ] A moderate amount [ ] Very little

4. Mark whether or not any of the following have prevented you from being
involved in activities at this school.

Yes No
Baby sitting/Child care . . . « « o« ¢ v o o v e L 1..0 1
Lack of transportation to get to the school . . . . L 31..0 1
‘Principal's and teachers' attitudes . . . . . . . . L 31..0 1
Conflict with my working hours . . « « « « « « « & L 1..0 1
My belief that it is the job of the principal:
. and teachers to run the school . . « . . . . . . L 1..0 7
Different languages spoken by the
SChOOT PEOPTE v ¢ v o o v o v o o o o o e o e L 1..0 1
Lack of interaction or involvement ,
opportunities . . . . . o . . . e e e e e e e L 31..0 1
Too many other things todo . . . « « . « .« - O
5. . If these problems were somehow significantly reduced, would you become more
involved? ; : '
[ ] Definitely YES [ 1] Perhaps [ 7] Probably NOT
6. Below is a list of wayé | -
in which parents might '
participate in : FIRST: How IMPORTANT SECOND: How often
school activities do you think it is for do you participate
parents to participate?
FOR EACH WAY
. Some- Not at
Yery what all- |Fre- Some- Sel-
Impor-  Impor- Impor- |quent- times dom
Acting as classrocm tant tant tant |1y ' :
aide or volunteer . . . . . L 1..0121..01 [y1. (1.01.
Serving as a PTA Board .
MEMDEr & o o o o o o o o o [ J..03J..01¢4{c3y.01.01.
Attending adult education
ClasSSES « o o o o o o o o o [ j..031..01(01.¢01.01.
Acting as gquest speaker . . .[ 1 .. L 1..0 1 r1. r031.073.
Helping at special events [j..031..014{C01.¢01.01.
Attending meetings to discuss
- local political issues . .[ 1. .[ r 1 (1. 01.01.
Attending meetings to discuss '
other community problems [ 1..[ 1..0 1 j[C171. [1.01.
Attending open-house events [ 1. .[ 1..I [j]. [021.01.
PQ 8




7. Below is a list of some
. types of information this
school may have about your

child (or children). 5 FIRST: Would this informa- SECOND: Do you re-
. : tion be USEFUL to you, ceive the informa-
FOR EACH TYPE even if you don't re- tion from this
'OF INFORMATION " ceive it from this school? school?
Yes Ne Yes No
Attendance « « « « o o o o 0 .. oo . t 1..0 1. .01. .01
Behavior at school . « « « « « « . . t 1..0 1. A I R
Physical health . . . .. FRPRREURR IR RO A A I R
Results of state or district tests . [ 1. .[ 1. .[1..01]
Grades/Learning progress . . . ... . [ 1. .[ 1. O T R
Work habits and study skills . . . .[ 1. .[ 1. .t 1..01
Child's interests . « « « « ¢ o « &« t 1..0 1. .01. .03
. B. Below is a list (f sources
from which parents can get
informaticn about their
i children and their child- .
ren's school. FIRST: Would you. like to SECOND: Do you
t - get information in this get information in
FOR EACH SOURCE way even if it is not this way from this
used by this school? school?
Yes No Yes No
Parent-teacher conferences . . . . . t J..0 1.. S I R
, (required or requested) . . . . . tJ1..0171.. I A R
Report cards . « v v o ¢ ¢ v o o o C1..0 1.+ .L1..0 ]
Written progress reports . . . . . . r1..071.. L1000 13
Open House/Back to school night . .[ 1. .[ 1J. N I R
My child (or children) . . . . . .. C1..0 1. .0 )..0 3
Other children . . . . . . . . .. 3000 7. S T R
Other parents . . « « « « o « « o & rt 1..0 1. L1000 ]
PTA meetings . . « « « « e e e t 1..0 3. I I P
Advisory Council meetings . . . . . tJ..0 1. .L1..0 3
, CPrincipal .. e e e e e e e e e r 1..0 1. 1.0 ]
g Teachers.-(other than parent- ‘
teacher conferences) . . . . . . rt1..0 1. 01000 )
Counselors v v v o o o o o o o o o & r 1..0 1. LL1..0 ]
SEeCretaries v . . . ¢ e e e 0 oa e s rt 1..0 1. O J1..0 ]
School Board meetings . . . . . . . t J..0 1. L 1..0 1
Grapevine . . . ¢ . e v e 0 e e . rt 1..0 1. O I O I
NEWSPAPErS « « « o « o « « o o o o - C 1..0 1. L01..0 ]
Radio or television . . . . . . . . rt 1..0 1. LO1..0 ]
i School newsletters/bulletin . . . . L 1. .[ 1. S I TP
Handbook « « v & ¢ & ¢ & o o o v o o rt 1..0 1. 1.0 ]
PQ 9
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9. Below is a list of pzcple
and organizations who
might make. decisions

for this scheol. FIRST: How much influence SECOND: Heow much
' does each NOW HAVE in influence do you

FOR EACH PERSON meking decisions for this think each SHOULD

OR ORGANIZATION , school?” HAVE?

: A lot Some None | A lot Some None
Parent-teacher organization . . [ 1. .[ J..[ 1] (1..031..01
Teachers at this school . . . . [ 1. [ 1..1L 11 01..071. .01
Community at large .. ....L J..0 3..0 1} C1..0101.. [1]
School District Superintendent [ 1. .[ 1. .L[ ] (1..03..01
STUdSNES o o « o o o o o o o & Cj..01..023C03..01..01
Principal « « o v ¢ o o o o o & Ci1..071..01] [1..031..01
School Advisory Board . . . . . C 1..01..0 3¢y C31..071..C1]
PArENtS & « o o o o o o o o o CJ1..031..0311C3)..01..01
School Board members . . . . . r1..071..01 [1..031..01
Teachers' unions and B ‘ ,

as50CTiations « « v o o o o ci1..c1..01y)€03..01..01
City lawnakers .« « « « « « o « r1..031..011C)..03..01
State lawmakers « « « « « o « L 1..071..01 [1..01..01
Federal lawmakers « « « « « « « ci1..031..031}C031..01..C01
Special interest groups . . . . [ 1..0 1T..0 1} [1.. L1..01
10. Below is a 1ist of areas
about which parents may or
may not advise and/or help
_make decisions for this _
school. FIRST: Do you advise and/ SECOND: If you
- or help make decisions do not, would you
FOR EACH OF __l for this school? Tike to?
THESE AREAS
Yes . No | Yes No
Hiring and firing teachers . . . . . t1..0 1. L1000 ]
Standards for student benavior . . . [ 1. .[ 1. I I R
The way students are graded .. 1..0C 1. I I O
How the school budget is spent . . . [ 1. .0 1. N I I
What textbooks or other learning
materials are used .« « . . ¢ .+ . t1..0 1. .L1. .0 1
What subjects are taught . . . . . .0 1..0°7. A I R
How subjects are taught . . . . . . t1..0 1. L 1.0 ]
Hiring and firing administrators . . [ 1. . [ 1. 1.0 ]
Ways the school and community )

) work-together . . . .+ o ... 1. L 1. L0100 ]
Setting teacher salaries . . . . . . C1..0 1. LL1..0 1
After-school programs for ’

children . . . « ¢ ¢ « o o & .0 1..0 1. I I R
After-school programs for
adults v v o o o o o 0 oo . . 1..0 1. N I O
)
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11. Below is a 1ist of services
- oryactivities that may or
may.not be available

at this school. FIRST: Is it presently -SECOND: Whether or
’ available at this school? not it is presently
FOR EACH SERVICE _ availabie, do you
OR ACTIVITY | think it SHOULD BE?
I don't
‘ Yes No © know Yes No
Child care services . . . . . . rC 1..071..01 S I I
Senior citizen programs . . . . [ J..[ J1..[ 1] R I I
Enrichment and recreation .
classes for adults . . . . . [ 1..K 1 [ 1] 1.0 1
*Recreation programs . . . . . . [ 1..TC L L 1..0 1]
Literacy and high-school
completion courses . . . . . L 1..0 1..0 1] N I R
Legal services . . . . . . .. t 1..071..0 1] L 1..0 1]
Family guidance and
counseling « « « « o o o o & t 1..073..01 L0100 ]
*Arts programs . . . . . . o100 0 0] L 1.0 ]
Community meetings to solve : '
- Tocal problems . . . « . . . L J..0 1..01] 1.0 13
*Health and medical services . . [ 1. [ 1..T[ 1 L1000 1
Lists of job and volunteer .
- opportunities . . . . . . . CI1..071..01 L1000 1]
List of social, cultural and
recreational activities
availableto thearea . . .L[L J..0 J..0 3% ..0 31..0 1
Calendar of political events
{zoning hearings, city ‘
council meetings) . . . .. rcJi1..031..01(..073..101

*Other then exists at present for students
as part of the regular day program.

12. To what extent do you agree or disagree with each of the following ,
statements about your school, the community and education in general?

(Notes: [a] This selection of que~tions includes many of the same
issues/problems that teachers and students respond to.
/ff\\\ [b] Response scale: 4- or 6-point agreement scale such as
___////”~\‘\' “strongly agree," "mildly agree," "mildly disagree," "strongly disagree.”
[c] REMEMBER: What questions you choose should depend upon

what issues/problems people concerned with your school think are
jmportant.)
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12. (cont.)

Midly
Strongly Midly Dis- Dis- Strongly
Agree agree Agree Agree agree Disagree

[.J.01.01.01.01°
Li.031.01.01.C1

1. Most of the teachers at this
school are doing a good job . .[
. Schools should be desegregated .[
3. What my child is learning in
schoo! is useful for what he/ :
she needs to know NOW . . . . . r1..031.01.¢C 1.0 1.0 1
4. What my child is learning in
schoo! will be useful for
what he/she will need to know

~Ny
—dJ
e o

LATER in 1ife &« v o o ¢ o o o & L o 1.01.001.0 7.0
5. Many teachers at this school

are prejudiced . . . . . .o . . . ri1..01.c1.01.0 1« [ 1]
6. Girls get a better education

than boys at this school . . . .[ 1..[ 1.031.01.071.0 1
7. Students should be bused to

achieve desegregation . . . . . ri1..01.01.01.0 1. [ 1]
8. Drug abuse is a problem at :

this SChOOT « o o o o o o o & = (1..01.01.C01.01.01]
9. I would allow my child to be

bused to achieve desegregation .[ 1. .0 1.0 1.1 1.0 1.0 1
10. Many teachers at tuis school

don't care about students . . .[ 1..0 1. 1.01.0 1.0 1
11. Many students at this school

are prejudiced . « « + . o . .. C1..01.031.01.071.011]
12. My child is sometimes afraid
""" of being beat up at school . . .L 1..0 1.0 1.1 1.0 1.0 1
13. Boys get a better education

than girls at this school . . .[ 1..0 1.C 1.01.0 1.01
14. Students of all races get an

equally good education at

tis SCh00T v ¢ o o 2 o o o o« (1.0 1.01.07Y.01.0°1]
15. High school students should

have job experience as part ‘

of their school program . . . .[ 1..[ 7.001.0 1.0 1.0 1

16. There are other places in
this community where students
could be taught, but this
school does not make use

OF theM o o o o o o o o o o o & r1..01.01.01.01.01]
17. High schools should provide

smoking area for students r1..01.01.01.01.01
18. It would be all right with me

to allow prayers in this schoo? [ 1. .[ 1. C1.01.01.01
19. The teaching staff in all

schools should be desegregated .L 1. .0 1.0 1.0 1. L 1.0 1
20. Many students at this school

dont care about learning . . . L 1..0 1.0 1.1 1.0 1.0 1

PQ 12

oo
o
\




12. (cont.)
‘ Midly
Strongly Midly - . Dijs- Dis- Strongly
Agree agree Agree Agree agree Disagree
21. Average students don't get
enough attention at this school [ 1. .[ 1.01.01.0 1.0 1
22. Alcohol use by students is a
problem at this school . . . . . r1..0 1.0%3Y.8 3.0 71.071]
23. Too many students are allowed ;
to graduate from this school
without learning very much . . .[ 1..0 1.0 1.1 1.0 1.0 1
24. Physical punishment for disci- '
pline purposes should be

allowed i this school « « « « . C1..071.031.01.071.0 1
25. Teachers should have the B
right to strike . . . « .« « .« « [KJ 1.0 1.C003.03.0 0]

¢ 26. The Advisory Council makes
ymportant decisions about the
educational program at this

SCHOOT « & o o o o o o o o o o o ri1..01.01.01.073.071]
27. My child is placed in the : i

classes which are best for _ -

him/her o ¢ o o o o o o 0 e e e r3j..01.021.073.071.071]

28 My child receives a lot of
individual attention from

‘- his/her teacher{s) . . . . . . . rJj..c1.071.01.01.01]
29. Teachers are not paid '
enough at this scheol . . . « . ri1..01.01.073.071.071]
30, My child is graded too hard .
at this school « « =« « o« o o o & cj...1.c31.01.C 1. [ 1]

31. It is good to have students

of different ages and/or ‘ ‘ :

grades in the same classroom . Ji..0y.c1.0c1.0 1. [ 1]
32. Property taxes are the best ‘

way to finance education . . . .[ 1. J1.031.03.073.0 1
33. I am satisfied with the

counseling service at

£N7S SCOOT - « « o o o o v v o s [’1..07.01.01.0731.01
34. Vandalism is a major problem . toe
at this school + « « « ¢« « « & L 1. . ‘] A I L 1.0 1.0 1

35. This school, should spend more

time teaching things 1like art, - /

music, and drama . . . . . ...[ J..031.01.0731.01.0+]
36. A1l high school students

should be required to pass °

a standard examination to

get a high school diploma . . .[ 1. Jil.01.01.01.0 1
37. The only time most parents -

visit schools is when their ‘ S

children are in trouble . .. .0 1..0 1.0 1. C 1.0 1.0 1
38. Advisory Council members :

represent the views of most -

of the parents at this school. .[ 1. .[ 1.01.0 1.0 1.

L]

~
—J
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12. {(cont.)
Midly

Strongly Midly Dis- Dis- Strongly
Agree ~ agree Agree Agree agree Disagree
39. Every citizen should pay for : E
'~ the support of public education ci1..031.01.0131.0171.01]
40. Teachers' unions or associa-

tions should be able to bargain

about things 1like class size,

curriculum, and teaching

Methods o o« v o o o v ore co.L 101101001007

41. 1 usually vote in favor of _
. school boards . . . . .. . .. r1..01.01.C731.C0171.C01

? 42. Students should be able to ' ‘
leave school as early as age :
fourteen if they can pass a

standard examination . . . . . . [ 3.0 1.0 1.01.071.071
43. My child is-graded too easy

at this school « . . « « « « « . r1..01.01.001.01.01
44. Not enough money is spent for
: education at this school . . . .[
P 45, This school is doing a good
’ job of teaching my child
about the political and
economic systems of other B '
COUNEIi@S '+ ¢ o « o o o o o o o L 1..01.0731.0731.0C 1.0 1
46. 1 would prefer to have my child
in a private rather than a : .
public school . . « . o v o o C1..01.01-.C731.01.01
47. Teachers should have tenure . .[ .. 1.01.01.071.C01

—
[ |
—
[ }
—
.

[ |
—
[ |
—
[ |
—
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TEACHER
INTERVIEW
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Note: The following examples of interview questions are roughly organized
around the same topic headings used in the Teacher Questionnaire. Many more
than the sampies listed here could be formulated.

Personal Satisfaction

1. How satisfied are you with teaching as a profession?

2. How does teaching at this school contribute to your feeling of satisfaction
(or disatisfaction)?
3. What do you like best {and least) about your job?

4. What would be your image of the ideal teaching positicon?

5. How does this jdeal contrast with your present assignment?

Organizational Work Environment

6. What is the most important change that has cccurred at this school in the last
three years (or since you have been here, if new teacher)? (Examples of
Changes: program/curriculum; personnel; student population;
school/district/state/federal policies; community/parent involvement;
finances; and facilities, resources, andfor materials.)

7. How was change brought about? (What individuals and/or groups were involved?
Who initiated? Voluntary or mandated? What type of dialogue took place? Who
was involved in discussions? Who made decisions?

TI1
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8. How smoothly did the change occur? Easy parts? Difficult parts? (Probe for
information on communication: Open or closed? Facilitated or inhibited?
Dominated by one particular individual or group? Within team/department or

. across team/deapartment?) :

9. Did you feel that the staff had enough information in their problem-solving
and decision-making process? (Examples: curriculum materials available;
teacher attitudes/opinions or relevant issues; teacher knowledge of what goes
on in other classrooms; parent and Student perceptions; etc.) What kinds of
data would have facilitated the change process?

10. How was the change evaluated? Fonné]]y? Informally? Not at al1? By whom or
what group? Is evaluation thought of as ongoing and always feeding back into
the change process or something that happens Jjust at the end?

-

11. Did- the staff have enough time to adequately deal with the change? How could
the amount and use of time be improved for staff planning, problem-solving,
curriculum development and the 1ike?

O
3
4N
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12. If you had to rate the general adult working. "climate" at this school on a‘
ten-point scale, with 10 being the most positive and 1 being the most
negative, where would you place this school? By climate, we mean things like:
cooperation, motiviatior, openness, flexibility, trust support, wannth
consideration, merale, ease of problem-solving, etc.

1 01 101 01 €031 031 03 01 [
1 2 3 4 5 6 7 8 9 10

(Probe for: explanations of rating; contrasts with past experiences; role of
principal in the way climate is perceived.)

13. What are tha major problems faced by new people who join the staff? What was
it Tike when you were a new teacher here? Is it the same or different now?
In what ways do teachers make new staff members feel welcome or isolated?
(Probe for socialization processes on the questions.)

~

Curriculum and Instructionn

14. How do you view the relative importance of the several generai goals or
functions of schools? (Define the intellectual/academic, personal, social,
and career/vocation goal areas.) It is the function of schools to provide a
balanced education in all these areas or should cne {which and why) be singird
out for emphasis?

15. If you had to rank order them from most important on down, what are the most
critical things you want the students in your
period/grade class (subject: ) to learn this year?
By learn, we mean éverything that the student should have upon leaving the
class that (s)he didn't upon entering. (List no more than five.)

(Note: Questions such as this and some that follow need to be tailored
to the class{es) in question for secondary teachers.)

- £
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16.

17.

18.

19.

@
Pl

Do you feel that you have enough time for instruction, considering whatever

time is spent in you ~ period/grade class on
routines, social interaction, and behavioral problems? '
[ 1vYes L INo
It is not easy to accomplish this. . . This is a difficult problem. What
How do you manage it? do you think are the major

' factors.

How would you describe the general class "climate' or atmosphere that exists
in your period/grade class? By climate, we mean
things 17ke students™ feelings about you, students' feeling about each other,
student perceptions about how well they are being tuaght, student enthusiam,
etc.

what kinds of information do you rely ‘upon to determine how we1] students have
learned what you intended to teach? (Probe homework, in-class practive, and
testing practices.) ' - \

Do you feel that you have adequate time and resources to be an effective
teacher? (Probe for planning, homework feedback, instructional materials,"
etc.) : : '

School-Community Relations

20.

What types of parent involvement do you consider most imbortant’to this
school? (Probe: for both school-related support and support for their child's
classroom learning.)

TI 4
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21.

22.

23.

24.

25.

what do you think keeps parents from becoming invelved? (After response,
probe specifically for reasons re1ated to both school and parent atttitudes.)

What problems or issues have prompted a high level of parent 1nterest and

‘involvement at this school? (Limit to 3 problems.)

Are you aware of any pressure groups within this community that have attempted
to make changes at this school? What kind of changes? Were these groups
effective (why/why not)?

what kinds of community resources.do you think exist that this school could

use effectively for teaching and learning? Does the school make use of them?

Why/«hy not?

How could this school be of benafit to the community as an educational
resource? ~Does this happen? . Why/why not?

T1 5



Teacher Opportunity for Input

26. Are there any other comments you would 1ike to ada to those you have already
provided in answering these questions?

27. Are there any major school issues or problems that we have overlooked that you
fh1nk need staff attention?

24¢
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Note: For some items as indicated, data may be displayed
over time for trend analysis. The academic vears beginning
1980 and ending 1984 are selected for example only.

1. Student Enrollment/Transiency/Drop-cut/Suspension/Exnulsion:

(Note: the following data may also be coll:cted
and analyzed separately by grade levels..

Beginning of Acadewmic Year
Expected to Return

‘ Academic Not Returned , During Academic Year
Year Returned CUther Dropped New Leaving Enter- | Suspen- Expel-
School Cut ing ded’ ~ led
o1 ¢ M P2 C 4 & £
81-82 . L L -
82-83 = — — _
83-84 - —_ - — _

Calculations for any academic year:

1]
n

Enrollment (beginning)
Enrollment (end)

a+c .
a+c+{e-d) =

1]

Enrollment (average) =f = a+c+1/2(e - d)—:_::l___
Number of non-returns =b.= by +bp=__

Transiency Rate (Yearly) = b/fla+bl=
Transiency Rate (During Year) = d/E =

Drop-Out Rate (Yearly) bp/(a + by) =
Suspension Rate = f/E =
Expulsion Rate ‘ = g/E =

1]

2. Certificated Staff Resources:

# Administrators:
# Counselors: h counselor-to-student ratio h/E
# Speciaiists: 1 specialist-to-student ratio = i/t

{can break down by type, E.g.,‘luarning disability, content specialists, etc.

non

Total FTE (Full Time Equisalents;
available for. instruction: -]
# Full-time classroom teachers: k

instructional resource-to-student ratio = j/E =
Teacher-to-student ratio = k/E =

SDF 1
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3
3. Teacher Turnover: “

(Full-time classroom teachers only)

e

Beginning of Academic Year
Academic  Expected to Return During Academic Year

Year Returned Not Returned New ~ Leaving Hired

80-81 ] m n 0

e

82-83 ___ . . L .

83-84 . . L - ____
(check: k =1 +n)

Turnover Rate (Yearly) = m/(1 + m)
Turnover Rate (During Year) = o/[k + 1/2(p - o)]

4. Student Attendance/Absenteeism:

Academic Average Daily  Absentee
Year ' Attendance Rate
80-81 - q /E
Blgz — =
82-83 ___ o
83-84

{can be done by grade level pending on data collected in 1.)

5. Building Characteristics:

P
N
N, a. Age {of oldest building):
b. Square feet of classroom space:
¢. Number of classrooms:
d. Square feet of accessible grounds:
{can divide items b, c, and/or d by E to get space-to-student ratios)

6. Instructional Budget:

Academic S Per Pupil
Year Expenditure*  Expenditure
80-81 ) $/E
81-82 "‘" T
82-83 __" -
83-84 :::: T

*Dollars spent related directly to student learning
(e.g., personnel, resources, materials, repair, etc.)

vandalism:

Frequency: A 1nc1dents)year
Approximate Annual Cost: $

b
LSS
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7. Teacher Work Contracts:

For the typical day:

Expected time IN:
Expected time OUT:

# Days in standard teacher contract for:

Instruction:
In-Service: \
Relecsed time, staff planning:

{Secondary) Typical class load:

# classes or periods per day:
# preparation periods:

Salary Scale:

Beginning: 3
Top: $

8. Length of stay for last 3 principals:

Present: years
Last: years
The One Before: years

9. ({Secondary) Instructional Organization:

Departmentalized? [ 1 No (explain:

[ ] Yes Check appropriate subject areas:
~

_ Number of Instructional FTE's

JENGIiSh v v v v v v v v v e e e e
] Mathematics « o o o o o o o o o o o &
] Social Studies « « « « o o . o . . .
T SCIENCEe o v v v v o e o o o 0 w0 e
JTThe Arts « « « o o e e e e e e
] Foreign Language . « « « « « « ¢ o &
] Vocational/Career Ed . . . . . . . .

JPhysical Bd v v v v v v v v v 0 o .
] Others: . .

rrrarrrr

ARRRRREN

* Attach List of course titles/descriptions offered in each of the above
areas checked. )

Q SOF 3




9. f{cont.)

° Teacher Class List {by Department/Subject Area):

Course Class Size Tracking Statﬁs Team
Teacher Title Perjod ({# students High Average Low Heterogeneous Taught*

1 €31 [C1 L]
(1 (131 €] [ ]
1 €1 €1 L]

*1f Yes, indicate how many other teaches by name.

]

Student Academic Course Requirements:
for High Schonl Graduation

for High School Equivalent

for College/University entry

10. (Elementary) Instructional Organization:

Graded? [ ] Yes [ 1 No (Explain: )

Teacher Class List:

Grade Class Team Typical Daily/
Teacher(s) Level(s) Size* Taught** Weekly Schedule***

*Number students per grade level (if mixed)

**]f yes, describe teachers' primary (if any) subject matter
responsibilities

*x*Blocks of time during which reading, language arts, math, science,
social studies, the arts, rhysical education are routinely scheduled
11. Library:

Student capacity:
Number of books:

a2
i
[
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12. Achievement Test History: |

Note: Report matrices like the following can be prepared for
Tach standardized score dimension ie.g., Arithmetic fundamentals)
or each criterion-referenced objective domain (e.g., addition)
for which scores are computed. '

EXAMPLE: Sycamore Canyon Elementary School

Arithmetic Reasgning

2

Years of Assessment

Grade '79 '80 '81 '82 '83
~N |
4 — 53 52 54 55 55 _5 Same grade level: con-
AZ ‘\\\\ secutive years; different
5 64 64 66 65 - students (cross-sectional
42 trend within grade level)
. 6 72 73 74 74 o
l .
Same year; consecutive Same students passing
grades; different through three grades
students (cross- in consecutive years
sectional trend (Tongitudinal growth)

across grade levels)

€

13. Student Followup: e ‘
% of students at this school who go on to:graduate from high school: %
% of students who go on to higher education: ‘ '
Vocational/trade school . . . 3
Junior college . . . .. .. %
College/university . . . . . %
Professional school . . . . . %

14. Community Demography:

Type of enviromment (check as applicable): .

[ 7 urban [ ] Business

[ ] Suburban [ ] Residertial

[ ] Rural ~ [ ] Other

[ ] Industrial : e
Property values:

Range: Median:
Family income:

Range: . Median:

Race/ethnicity percentages:
(Use categories as appropriate)

SDF 5
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Observer: : Date:

School: -- - Time: From To

Staff present:

Number of teachers:

What administrators?

cher non-teac.sing professional staff?

,Other staff?




Account of content - Account of interaction {including

(include whether or not new or what person or persons are doing the talking
continuing issues) and attentiveness of rest of the staff
5
7
5
SMO 2

&
a
U\




SUMMARY IMPRESSIONS:

Describe overall leadership and decision-making structure of group.

.
Recicy

SMO 3

e
9
.




Meeting well organized--
Little interference by
routines

Team effort--
Cooperative

People work con-
structively to settle
conflicts

Things get done

Oper: discussion by most
of the staff

People are flexible

Decisions are communi-
cated clearly

People trust each
other

The morale is high

People are attentive
and appear to be in-
terested

RATING SCALES

[y

SMO 4

5 Ve
‘/«\ .
o d

Meeting disorganized--
Excessive interference

.with rules, routines-

Uﬁtooperative,
Individualistic

-

People avoid dealjng'
constructively with

conflicts

Thirgs are let slide

Discussion dominated
by a few

People are inflexible

Decisions are fuzzy
and unclear

People don't trust each
other

The morale is low

People are not atten-
tive and appear to be
disinterested



CLASSROCM
OBSERVATION
SYSTEMS
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; Observations on Observation

Systems for Classrocms

We strongly believe that first-hand experience with what goes on in classrooms
in a school is crucial input to any information system designed to further under-
standing about that school. But the methodology of classroom observation is very
complex, many different purposes and formulations have been proposed, Titerally
hundreds of instruments have been developed and used, and even the most complex
systems Jeave much to be desired in terms of providing a complete picture of
classroom life. |

For these reasons, we cannot propose a particular system that would meet the
informational needs of any school or district. AMoreover, observational instru-
ments tend to be interdependent systems thus making it a difficult and/or meaning-
less exercise for us to provide a sampler of items like we have been doing for
surveys and interviews.

Instead, we will very briefly outline some general considerations forvdevelbp-
ing observation systems and point to some very comprehensive re;iews and Coﬁpen-“

diums of systems already developed. Then, for exemplary purposes only, we will

briefly outline one fairly compiex system to demonstrate (a) what detail is
possible in observations and (b) how systems can be modified for spécific
purposes. |

Some General Considerations

Observational methods can be very generally classified as informal or formal.

Informal methods yield the impréssions gained from casual, undocumented (i.e., not

written) observations that are not pre-structured according to categories and time
segments. Yet informal observation may be one of the best techniques for entering

"data" into a school-based information system. Principals use this method, but no

254
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where near enough. Teachers rarely, if ever, observe one another in the class-
room. It seems imperative that staff share one another's teaching experiences in

.order to move toward a common base of understanding and a synthesis of the infor-

mat1on obtained from other data sources and methods.

Formal methods y1e1d a pennanent (written) record of what goe:z on in the
classroom that documents the teaching-learning process.in a more structured
fashion. Two general categories of formal methods are what we will term anecdotal
and quantitative. Anecdotal methods yield a continuous narrative of what the
observers see ovef a specified period of time. They are as "factual" and compre-
hensive as possib]é using the same kinds of methods as do anthfopo?ogiéts when
they conduct ethnograph1c stud1es Certainly humans screen and select infonnation
out of their unnedwate exper1ence as in an anecdotal observation record. - So do
researchers in choosing the selection of categories and ratings on more structured
observational systems. (See below.) Of course, anecdo%a]-systems can be more
structu;ed by training observers to be "on-the-look-out" for certain events (e.qg.,
use of small groups, teacher favoritism towards ore sex; etc. ). Good anecdotal

records provide the richest observatwona1 material for an understan61ng of class-

room process. They also can provide an overwheiming’amount of material if pro-

. duced for many classes on many ctcasions.  In a school information system, they

are prabably bes;:used orvy for a few classes oﬁ a few occasions in order to
support and exemp]ffy impressions gained from informal opservations and/or the
data derived from quantitative methods. |

By quantitative methods we mean those systems that pfodace eithe v ﬁountslbf
teaching-learning activitiesibehaviors crganized into predetertiined categories or
ratings of these events according t~ predetermined scales. Counts can occur con-

tinuous1y over time or noted only once per specified interva: of time. E..amples
0B 2
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are: Kkeeping a running tab on the number of direct questions asked by the teacher"
to one or more students or, for each five minute interval, notiﬁg whethér or not
one or more students directed an instructional activitiy. Counts tend to be what
researchers label low-inference, more "objective" observational data.

Although there are exceptions, ratings fend to be more high-inference in
nature, calling for observer impressions td be recorded on an ordinal scale.
Examples are: the freguency of student decision-making (ffequent]y, often, some-
times, never) or the teacher's level of enthusiasm'(high, moderate, low). Inter-
estingly, interobserver reliability -- the extent to which two or more observers
of the same class agree on their observations -- has been shown in various studies
to range from poor to excellent ragardless of whether so-called high or low infer-
ence jtems are used. Ultimately, both reliability énd validity of observation
results depend upon (1) the clarity and consistency in traiming observers and (2)
the number of times a classroom is observed.

Much more can be said regarding observational methods. Those interested in

pursuing the matter further will find excellent starts in the first and second

Handbooks on Research and Teaching (Medley and Mitzel, 1963 and Roenshine and
Furst, 1973). An enormous compendium of various observation systems is available
in the collection of documents called "Mirroré for Behavior" {Simon and quer;
1967, 1970a,b) available from ERIC. (Look for more recent updates to this
series.)
An Example

The system we will briefly describe here repfesents a modified version of fhaf
devé]oped at the Stanford Research Institute by Jane Sta]]ings and her associates

for the evaluation of Project Follow Through'(Sta111ngs and Kaskowitz, 1974). The

modifications; made to fit the purposes of A Study of Schooling, occurred in
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mainly three ways: (1) it was genera11zed for use at both elementary and seccn-
“wary schooling levels, (2} variables were separated out by course content and (3)
variables wéfe separated out by classroom EQEEEEEE- 1nstruct1on, behav1or, rou-
tine and the ic.@inder (which was labeled “social"). (Much more information on
the systesa than can be presented here can be found in the technical report by
Giesen and Sirotnik, 1979.) |

There are four sections to this observation system: (1) physica® enviromient
1nventory (PEI1), (2) daily summary (DS), {3) classroom snapshot (CS), and {4) five
minute interaction (FMI). ‘The PEI is desigied to record the qrchitectu[al
arrangement of the classroom, seating and-grOUping patterns, furnishiﬁg;, and
mate>r1'alls and eo_.ui.pment. The DS provides an overviéw\'of the space and materials
available as we'1 as the decision-making processes iﬁ avidence - students and
ieacher. Observation formavs in the PEI and DS sections are either check lists or
rating scales.

The CS and FMI sections are considerably more complicated. They occur as
pairs four times in a given observation booklet and can be recorded in four eque”
time intervals per day (at the elementary level) or per period (at the secondary
level). The classroom snapshot provides information about what éach aduit
(usually a teacher) and student in the classroom is doing, the size of student
groups (if any) and the nature of the activities in p.rogress. The :typical CS

coding task is to "bubble-in" {or check) the following matrix for each relevant

activity:

One Smail Medium Llarga  Total

Student Groups Groups Groups Class

T 00000 0O VY O ©

A OPOOC 0L O O ©

c PO VIEC VE® 0O ®

I 0R0O® 0RO O 0 ®
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The T, A, C and I rows denote "4irector-type" modalities representing teacher,
aide, students cooperating or students working independently. The colurn headings
denote group sizes (small = 2-6 students; mecium = 7-13 students; large = over 13 }
students) and include indiyidua] students and the total class.

When these matrices are crossed with activity types, the three-foid classifi-

cation of activity -by-director-by-group can describe the whereabouts of every: -

person in the classroom at any boint in time (hence the term "snapshot"). A
common classroom situation finds the teacher jecturing in the total class and it

is recorded as follows:

ACT/ITIES One Small Medium  Large Totai

Student Groups Grougs Groups Class
O O O O O 0.0 - T OO 0I® O V& @
Eng Math S S8 Am FL PR O A OROOO OO OO O ©
Story  Mawrials S PERE® OO O O ©
2. Expisin, Lecture, or Reed Aloud Equipment ) ’

 (The content bubbles eneable the observers G record what subject(s)\are in
progress qt the élementany level.) A more complex pattern would require more
activity rows for recording. For examp]e,'the following CS record indicates that
the teacher is demciistrating somcthing to a small group of students, two other
sma1l groups are engaged in separate discussions, aid the rest of the students in
the class are working independently on written assignments (expect for one student

who is being helped by an aide):
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ACTIVIiTIES One Small Medium Large Total
Student Groups Groups Groups Class
O O OO O O O T OQO00M® 9000 OO O ©
Eng Math Sa S.S. Arts FL.--PE. A @@@@@ @@@@ ®@® @@ @
s OPPOO 0O LV O ©

3. Oemonstration

]
O 0 O O O O O T 0000 000G O 0)0, ®
Eng Math Sei S.S. Arts F.L. P.E. A @@@@@ @@@@ @@@ @@ @
c OO 0600 O® O ®
4. Oiscuszion

O O O O O O O T OO0OG® 00 OO 0]6) ®
Eng Math Sa SS. Arts F.L. P.E. A QOO ORER® LG OB O)
c OICE OGO OY O ®
7. Work on Writtgn Assignment; | @@@@@ OET @@3 9 O]

The nature of the data extracted from the CS is basically of two types. First
the simple frequency .¢ occurrence of any given activity, director, group type, or
combinations of these factors can be computed for each snapshot, summed across
snapshots and converted to a percentage based upon the total frequency of all
ovents. These are reasonable indicators for characterizing the classroom setting,
but fall short of accounting for how many students are actially involved in each
configuration. The second type of information, therefore, weighs the frequency of
occurrence data by the estimated number of students involved using an algorithm
based upon the known class size and the definitions of group sizes.

The five minute interaction portion of the observation record is a more
continuous accounting of how time is spent in the classroom, focusing upon the
teacher and the interactive process between teache; and students. Each
interaction is recorded in the following FMI "frame," and an average of 60 such

“frames can be recorded by trained observers in a givenbfive minute QBservation

period:

0B 6
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Who [ToWhom What Cx. How
R ot o
P E ) 0 Nz
P BPOPECREOE _[©9&DC

In effect, one of these frames can be "bubbled-in" on the average of every 5

seconds depicting who was doing what to whom and how and in what cortext. For
example, if the teacher (who) was correcting (what) a student (whom) with guidance

(how) during instruction (context), the frame would be bubbled in by the observer

as follows:

o Whoml What How

Cx.
@ ® IO ® O Q@ERTITINE
6
c

1010/ 0]0]e]0,09 [
IcIo 1001 M JOIS(O]IC

SJOI0)
OO}
00O

An aide correcting several students in the behavioral context (i.e., discipline

and control) would be coded as follows:

Who (To Whom What Cx. How
9085 3580 ite S g
y ] \SJ k4 |
= ter Yot Yotole Ml clols ele;

i
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A student responding to the teacher in a non-task and humourous "social" context

with noticeable positive affect would be coded as follows:

Who {[To Whom What Cx. | =__H

060090 EDRIE
D00TOOTORRTOBE
0P0PE0E [©0OTeC

The teacher explaining "routine" procedures to the total class would be coded as

follows:

Who [To Whom

PBHOQL®E
PRPETRE®
elciciecicl ]

The nature of the data extracted from the FMI is basically of one type: for
each "who-to whom-what-context-how" interaction definéd, the percentage of the
total FMI compiled over the cbservation confonning t0 the interaction
specifications is computed.

Clearly, the combinations and number of quantifiable pieces of information in
the FMI and CS sections of the observation system are almost endless. However,
fof certain purposes only certain combinations would be looked at. For example,
the relative amounts 6f adult vefsus student "talk" can be easily obtained by
adding up the number of frames (a) having T, A or 0 checked in Who box and (b) not
having T, A or O checked in Who box (so Tong as NV = no%-verba] bubble is not
checked). These two counts, when divided by the total number of frames completed,

represent the relative amount of time spent in adult- and student-initiated verbal

08 8
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interaction. As another example, all frames with the I bubble checked in the
context box céu]d be accumulated and diyided by the total number of frames; this
would yield an estimate of the proportion df time spent by teacher and students
interacting over instructional matters.

This system can be furtner simpiified when, for example, only a few -
activities/behaviors are of particular interest (e.g., 3), only a coup]é of Who
and To Mhom distinctions are necessary (e.g., Adult versus Student}, and littie or

no How information is adeqhate. A frame of thy, nature would Yook like this:

Who To Whom What Context

o] @ o 0ol @
© | ® | @ |®©

Again, wo “owe presdsoted this brief over&iew r. an observation system only to
remind readers i Soth e comp]ex{Ty of such sy»tems and their amenability to
modification \:,r scavifi. purposes. Schoo]c Jr districts desiring to do soimething
in “ormal, qua “i!-./e observation would b : sell-advised to get support from

sperialists in chu.ervational methodotox: .

0B 9
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ERIC

A untoxt provided by exc |

’

-

{I{D{E}JA|=~-STODY CP SCHOCLING
Seccndary Class-Specific FPeedkack Package

t
,e

TEBCHER: _ _______ . ;
CLASS TIEE: Hathematics . PERIOL: 1
AEFSOXINATE NOUMEBER CF¥ STUDENTS ENEOLLED:_

MUBBEE OP STODEETS HAVING SCCEAELE SUFVEYS: 26

TINE OF CAT2 COLLECTION: Pall, 1977 -

The rasults. rapcrted harein are CCNFIDENTIAL and have been sent only to the
teacher itdicated akcva, The analyses are based upon the data obtained frem
studants with sccrable questionnaire booklets for the class indicated above.

The selecticn ¢f questions (or items) for feedback vas not based ufron, pre~
lisinary analyses fcr @ach class separately. Instead, the Cesearch staff at
JZIDI21A| salected a uniform set of guestions to analyse for all classes in
all sctools in cur =study. In fact, almost all the questions in the student
survey pertaining tc the class were selected.

e have chosen rot %o report any data based apon the |IJD{E|A!/SRI Observa-
ticn Instrumeant. Owing to thejcosmplexity c¢f scoring this ioastrument and the
fact that ¥e have estensively sodified the original form for the Study of
Schcoling, e rust wcrk through several levels of cosputer data reduction and
analyses before w2 can make reascnable decisions about selecting data appro-
priate fcr feedtack purposes. Unfortunately, the time available for analysis
and teedlack is tcc short to acccamcdate thesa preliminary analysas.

" As with any data in the behavioral sciences, interpretatibn is not an obviocus

natter. Ycu, the_tsacher_of this class, ara in the best rpositicp tc interinat
these results_gn_an_"ibsoluta® hasis--thag is, ag integpreraticn bassd ugcn
tha_corzent_cf_th2_guastion and_your assesspsni_of the studant responsas
i4n_lighx_of your_cwn_percaptions_and f2elipgs about thig specific class’
apd_in_tha context of vour +otal_eXxp25i2ngg as d teacheg. '

It is also fossible to intergret the data on a "relative” basis--that is, to

assess your class results by ccaparing them to the results of cther classes.

"Rcrmative™ interpretations, such as "My class is below average, average, or

atove average,” can be quite wisleading depending upcn the characteristics of
your class relative to thosa of the other classes and the purposes for which

you might irterd to use the results. We have chosen pot to report "norams" in

this feedtack package sinca ve have not yet collected data in a large enough

variety cf classrcos situations tc develcp ncrms with sufficient precision to
bé vseful.

THUS, THE DATA TO FOLLO® SHOULD BE VIEWED AS HYPOTHESIS~GENERATIEG RATHER
THAN HYPCTHESIS-CCHEIFMING, THE CATA SHOOLD STIAUCLATE DISCUSSIN® AND PZRHAPS
POETHEE INVESTIGATICN FATHER THAR VERIFY CR DISFEOYE ANY PRECOUJZPTIONS,

B 1 .
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ERIC

Aruitoxt provided by Eic:

seccndary Class-Specific

The data tc fcllow represent the responses of the sample of students froum
your class to 98 iteas pertaining, tc various inpterpersonal and instructional
aspects ¢t "digersicns" of their classroom experience. These data do not
nacessarily ragprasert facts; rather, thay reflect student _retceptions of the
laarning envircrment of the classrcom along those dimensions ve chose to
measure., These dirensiouns are listed below. Although vwe have given thes
descriptive titles, their essanca is best reflected in the reprasentative
jtems fcllosing each dimensioa. (Each dimeusion was actually made np of
betwean 2 and 8 related kirds of itess.)

1, Teacher Corcern
ut liks the *teacher ip thisg class.”
mThe teacher is fair to ne.”® ‘

2. Teacher Punitiven2ss v
sphis teacher turts my feelings.”
nThe teacher rpunishes me unfairly.”

3. Teacker Authcritarianisa
#phdig teacher will navar adamit when he/she is wrong.*”
wje don'+ feel like we have any freedoum in this class."

6, Teacher Favcritisa .
aThe teacher lik2s some Students in this class better than others.”
wThe teacher has no favoritaes in this class."”

5, Teachar Enthusiasn -
“This teacher seems to 21jcy what hesshe 1s-teaching.”
wThe teacher seems bored in this classrom."

. 6§, Penr ZIstenra

w7 like my classmates.”
4Tn this class, people care abcut me.”"

7. Student Satisfaction .
#studants feel good about what hafppecs in’ tkis class.®
wpftar class, I usually have a sense of satisfaction."®

8. Studeat Apathy :
spailing in this class would not bother most of the students.”
=T dcn't care atout what goes cn in this clzss.®

9, Student Deciricn-Naking .
mStudents h2lp make th3 rules for this class.”"
mgrgdents help decide whe: we do in this class."”

~
\
1¢. Classzccs Dissopance
~mhe studants ip this class fight with each other.”
~students in this class yell at each other."

-

y o -
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ERIC

Aruitoxt provided by Eic:

Seccndary cClass-Sgacific

11.

12.

13.

il.

15.

16.

17.

18.

is.

20.

21.

Studerct Ccupliance'
"] asually dc the vork assignad in this class.®
I usually do everything By teacher tells me %to do.™

Studett Ccagpetitivenass
nThera is a lot of cowpetiticn in this class.®
Mghea I's in this class, I feel I have to do better than cther students.®

i

Student Cliquerness
“3ota groufrs of students refuse to pix with the rest of the class."®
®"Certain students stick togather in small groups.”

Classrocs Rulas .
®In this class, *hera is a strict set of rules for stadeats to follow."
“ye¢ don't have too many rulas in this class.”®

Classrocm Physical Appearancs
*The rcom is bright and ccafortable.”
¥I like the way this classroce locks."

. i
Instructioral Practices: Eerceivad Purpose ‘ -

"ga kocw why tle things we are learping in this class are important.®
“%e have tc learn things without knowing why."

Instructional Practices: Crganization
®*Stugents kpcw the goals of this class.®
"Things ate vell planned in +his class.” ,

Instructional pPractices: Clarity of Ccnlunication
"The teacher gives clear diractions.®
"I understand what the teacher is talking about.”

Instructional Practicés:.Task Cifficulty
"I do not have <enough time to do 8y werk for this class.®
"scme of the things the teacher wants us to learn are Zjust toc hard.”®

Instructional Practices: Task Persistence
®0ur teacher makes sure we finish ocur work.®
"I gat to practice what I learn in this class.®

Instructional Practicaes: Kncwledge of Results
"The teachner tells mo hev to correct the aistakes in ay vork."™
"We kncw when we have learned things ccrrectiy.”

B 3



Sacendary Class-Specific

Students respond to each itea on a four-point agreement scale. The Student naf
wstrongly agree,” "sildly agrae,” wgildly disagree," or "strongly disagree”
and vould recaive a score from 1 to & or from 4 to 1 depending upon howv the
jter is wcrded and tc which dizension it belongs. Students are then given
scores on each dirersion which are their zean (arithmetic average) item scores
detining tha* dimansion. Pinally, the class nraceives” a score vhich is the
mean of all the stcdents® scores cn that dizensionm.

The effact of this scoring systes is that the highex the score on any dimen-
sion, the mgr2 cf what that dimension ragresents is perceived by the students.
Por exasfle, the hicher the sccre ca Teacher Concarn, the mores "teacher
ccrcern® perc2ived (cn'the average) by the =tud=ntsy Tha higher the score on
Student Afathy, the more "student apathy® perceived (onm the average) by the
studentsy -

The data for the sapple of students from your class are presented below. The
class E2an and tts distributicn of studant scoras (convarted to percentages on
the fcur-pcirt raspcanse scals), for each dimension defined above, are as
follows: '

/
Nuaker Student Distributicn (%)
Risensicn Beap gf_studenys 1. 2. 3. A
1. Teachsr COUCELNeeececcscsceacnace 37 26 00 00 23 17
2. Teacher PUNitiveneSS.ceecscceces 1.4 26 17 23 00 00
3. Teacher duthcritarianism.ececso 1.8 26 65 35 Go 00
4., Teachar PaveCLitiSMeececcecccsees 2.1 26 12 69 15 o4
5. Teacher gntbusiam.oooo-..ooo.a 3.9 26 00 00 0“ 96 N
6. Peaer FSteQBeseccctoeenrcecsccvccas 3.2 26 00 08 73 19
7. Studaent Satisfaction.cecceerees 3.3 26 00 12 50 38
8., Studant Afathyeeeccccavocevecroese Tl 26 62 38 .00 00
9., Student Cecisicr-dakingeesceees 2.2 26 oa 73 23 o
10. Classzccens DiSSOLa2C@eccesscncee 1.8 26 65 31 04 00
11, Student CorfpliarCCececccccccece 35 26 - 00 08 31 62
12. Student CoppetitivenessS..cccece 2.8 26 .c0 35 54 12
13. Student CligueneSS.eceaccecccses 2.9 26 00 23 69. 08
1“. Classrocs Bul‘ESQ'o..ooooo.‘.o.o.n 2.1 26 12 65 23 00
15. Classrocn Physical Appearanca.. 3.2 26 A1) 08 54 35
16. Instructiosal Practices:
Percaived PULPCS3aceccccvnscccs 3ol 26 oe 15 sS4 a1
17. Instrecticnal Practices:
) 0rganizatiChiceccsecoscevescaee Jo3 26 a0 00 65 35
12. Instructional Practices:
Clarity of Comsunication...... 3.8 26 00 o4 58 38
19. Instrtucticnal Practicas: ' o
Task tiffiCUlt«’o,'...oeoooouuo' 2'0 26 19 62 19 OQ
20. Instructional Practices:
Task PerSictenC2ecececccccccse 2.8 26 00 35 54 12
21. Instructional Practices:
Knoﬂladge Ot BesultS. X ooo-o;o 3.4 26 00 05 58 38
a9~ o,
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Seccndar: (lass-Specific L

The Studsnts waere asked to give their perceptions and fselings about cartain
aspects of tha curriculum and learning envirunmert in your .class. These ques~
ticnes are reproducad below, followsd by the percentages of stvudants making
each pcssible respons2. Not all ywestions were ansvered in eavi -hooklat:
therefc'e, thz pusber (N} of studentg actually responding to =ach of the
_itens ls indicated in parentheses fcllowing the itex.

How, interesting c¢r roring for ygu is How hard or easy for you is what

vhat you are learning in this class? you are learning in this class?
(F=26) _ e {(H=286)

. ‘ . I
vgfy interestingeceacennneansanas 50 TOO eASYeesssnssoncesosenceces 04
Scit of intereasting.eceacccncacses 42 SOrLt Of @8SYeesscsosscscnanocs 23
Sort of tcring.................. o8 Mot too easy; not too hard... 5S4
ver’ borang-....o.o-l-.o.o.o...o Q0 . Sort of hard..o--.--lo-----.- 19

TOO h&rd----.-..----e........ 00

BEow useful is what you are learning in.thié_tlass for vhat you nead to kncw...

“ Hou? (N=26) : Later in life? (¥=26)

' 5 | =
Very useful.cesescsesassscsssa 15 Vary usefulececssoessssnseee 38
Usefﬂl.-----}---..Q--.g.-o.... 38 Useful..-.-..--.-.-......... 58
U£e1°35l.l.l.ﬂll°ll"l..l'.ll. 38 UselGSS.-o.--o.--qlol..’.l'. 0“'

Vety u:a¢=s~-.g.-a--.--o-..o.. 08 Vgry useless-on.-..-ooo...oc 00

Listed belcx are three ways students car work ir this subject. Mark the
circle which tells hov much you like eor would like to work in each vay, even
£ yco don*t do sc row.
Percent of students responding...

Like Like - pislike Dislike

yery much sguaevhay sQmewhat yery ruch
Alcne (N=26)lllll'lllllll.-‘l.a. 3;' 38 08 15
Bith a sgall grcup (8= 26} aenees H2 38 15 04
Bith the whcle class (H526).e00 23 38 : 15 23

* Fota that gercentége; throughout tu.s report ara zoundel to the nearest
whole Fercentage Feint. Thus, they will not always add up to 100%.




Seccndary Class-Speéific
- . (Mathewatics)

G

In this class, which' of the follcwing things usually takes (1) tpe acst,
(2) the paxt wscst, and (3) the least amount of time?

parcent of students responding...

¥ext
beost sesl Leagt
Laily routires® (¥=26) cveevescsecececsce co : 100 00
Learning (H=26).;....Q..............ﬁ‘. 100 . ’ '00 00
Getting students to behaveé (N=26) eccec. 00 00 100

* fassing out matarials, taking attendance, ®saking announceaents, QLS.

Listed belcv are soma things that you might do in this class. Hov much do you
cz would jcu like tc do each thing, svem if you don't do it in this class?

pParceat of students responding...

Like Like Dislike pislike
yery puych  zgomevhat  sgmewhat ¥egy_much
Listen to the teache¢r when he/shs

talks c¢r =shcws hcw to do . .

Snﬁﬂthing (H=26)..--o--...........o 5“ 56 00 ’ OQ
Gr en tield trips (5226) sevevescaces 62 19 1S o4
no rasearCch and write

XQT-CrtS (5326).q_-................o. 0“ 23 31 ‘12
Listen to =tudent reports (8=26).... 00 27 sS4 19
Lister tc speakers who coma to - '

class (r‘zzfl‘..G..I................ 31 50 19 00
Have clase discussicns (N=26) seeeaes U6 46 08 00
Build or draw thinqs (“=26)-qooooco. 12 69 15 ' 04
Dc problems <z write answers to

gCEStions (H=26)..ooooooo..oouooooo 23 65 12 ' 00
Take tests cr guizzes (N=26) eccecees 15 62 1S 08

Yy .
;3 ?{f
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Seccndary Class-Sgpecific
i (Hathema tics)

Listed belcu are sose things that your teacher might have you do in this
class.
Pirst, hcu often do you do each thing in this clas

Percent of “ry. . % responding...

Alvways or
rRost of Hot very

the timc | often -Qften _ izvex

Bepenmber facts, Tules, or

cjeraticns (N=2€) cevececcescanescaass 30 82 08 oo
Do number Froblsgs (N=26)..cceeceenses 62 s - a4 00
Tell in my own words what .

I have learnad (Y¥Z6) cescseccnssceasees QU o4 46 86
Cc word frellams (N=25).ceeessscccssss 08 28 56 12

Tell hev rules, cperations, and
prcbleas are the sage or ’
diffarent (N=26) cessncasesecssssasses 08 46 46 04

Seccnd, bow such do you or wculd you like to do each thiné, aven 1f you
don't de it in this class? o

Parcent of students responding...

Likxe Like rislike Dislike
yery mych somewhat  scmawvhat yery much
Revember facts; rules, or -
operations (N=26) cecessessscccencas 1S 69 15 co
Dc number prcklems (H=25) ceevassesss 16 76 08 00
Tell in &y cwvn sords vhat
I have learn=ad (NZZ6) cosesncscsssce Off 23, 31 42
- Dec werd preblams (K=26) ccevassvonoas QOO 54 .19 23
Tell how rules, aoperations, and
prcblems ar¢ the same or '
differact (N=26) eseascccesscccscaas 08 86 38 12
7 L.
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ERIC

Aruitoxt provided by Eic:

School-General

TEACHER (T), PARENT (P) AND STUDENT (S) DATA

Depending upon the issue, teachers and paremt

These questions are reproduced (or p%:aphras

by the relevant data sources (Ts, Ps, and/or Ss).

Below is a list of things which may be prok.ems a
is a probiem at this school?

T

1. Student misbehavioT...cceeeeecccccccesess 0,
2. Teachers don't discipline studems......... 15
3. Poor curriculum.......... ceeecennnen eees W
4. Lack of student interest (poor school

spirit, don't want to learn).....eeearoaenns 0
S. Poor teachers or teaching. ..c.c.oeeee:caeens 32
6. School too large/Classes vvercrowded ..... 18
7. How the school i3 organized (clasas

schedulds, noc enough time for
lunch, passing periods, 7C.) ceecerennnnn. +4

8. Inadequate or inappropriaze distriburion

of resources (e.g., perscanel, build-

ings, equipment, and materials)...... ... 3
9. The administration at this school.......... 23
10. Drug/Alcohiol use . oceeveeranecsecanecnns 15
11. Prejudice/Racial conflict ......... cenaenes 44
12. Busing for integralion ....ceeecesccccccces 91
13. Federal, stare or local policies and

regulations thar interfere wich

OAUCATION v vvvveecorsesesssccscsonasccscs 41
14, DeSEgregaltion ... ue.vieresescsns ceeesanne 88
15. Lack of parent INterei . oo esscccoccesses 0
16. Lack of =xaff interest tn good

school-community relaticns.c..coeenneeens 21

Percentages Respondinr

"Net a

Probiem”
p g

7 S

19 37
24 29
22 .19
20 41
26 45
. 37
i9 18
34 40
15 .18
36 38
68 51
38 °
70 °
15
26 .

T

28
54
41

34

47
48

46
42
65

12

30 .

59

"Minor
Problem”
14 S
43 4l
- 46 44
Ss 47
49 S0
50 41
42 35
. 34
39 37
39 41
41 - 40
44 44
20 36
39 °
24 .
48 .
48 .

T
72
30
18
66

21
33

52
36
21

16

70

21

g, teachers and students, or teachers, parents,
and students were asked essentially the same question on their respective survey questionnaires.
ed? below, followed by the percentueges of response

.ny school. To what extent do you think each

"Major
Problem"’
P S,
46 54
35 19
21 24
29. 31
30 18
_ 32 19
. 29
42 45
27 19
44 42
20 ¢ 18
12 15
23 °
6 .
37, *
25 *

NOTE: For a description of the Teacher samyple, see page 10, Parent sample, page 29, and
Student sample, page 19.

¢

*This daza source not asked this questinn.

B8



[1|D]|E|A]--STUDY OF SCHOOLING
Secondary School-General Feedback Package

SCHOOL: JUNIOR HIGH SCHOOL - Grades 7 & 8

TIME OF DATA COLLECTION:  SPRING 1977

The resulis reported here are based upon the responses to questions in the teacher, parent,
and studemt survey questionnaires. The questions selecred for this report do nox relate to any
specific class or teacher; instead, they pertain to issues at the school level and about education
in general, as perceived by teachers, parents, and students.

The selection of questions (or items) for feedback was noc based upon preliminary analyses for

= each school separazely. Instead, the research staff at |I|D|E IAI selected a uniform set of
questions from each survey to analyse for all schools in our study. Our selections were based
on what we thought would be most useful to teachers. We were helped in this task by teacher
consultants and by our own experience in preparing feedback for schools in a piloc project for
this study. ‘ i )

There are a number of important issues pertaining to sampling and interpretation which people
- should be aware of as they examine the data. Due to their somewhat technical .nature, a dis-
' cussion of these issues has been tncluded as an appendix to this feedback package, beginning on
page 27. We strongly urge you to read this marerial.

Suffice it to say here that the data are best interpreted as representing the perceptions, opinions
and artirudes of only those teachers, studeats, and parents who filled out the questionnaires.
To generalize beyond these samples is risky, especially with respect to the parent data.

As a teaching or non-teaching professional associated with this school and community, you ave
in the best position to interpret thése results because of your own, knowledge, perceptions and
feelings about this specific school and communirys WE HOPE THAT YOU AND THE REST OF
THE STAFF AT THIS SCHOOL WILL VIEW THESE DATA AS HYPOTHESIS-GENERATING
RATHER TnAN HYPOTHESIS-CONFIRMING. THESE DATA SHOULD STIMULATE DiSCUS-
SIONS AND PERHALS MORE DEFINITIVE STUDIES RATHER THAN VERIFY OR DISPROVE
ANY PRECONCEPTIONS.

The dara to follow will be presented in three major sections: (a) Survey results on items in
common for teachers, parents, and students, (b) other teacher survey results, and (c) octher
student survey results. (Noie that percentages are rounded off to the nearest whole percentage
poinr; thus, they will not always add up to 1007.)

. | 59 277
ERIC .
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School -General

The following statements are about this school or about general issues in education.
the exxent to which you agree or disagree with each starement.
and "mildly” agree and “strongly” and "mildly” disagree responses were

Please indicate
(For reporting purposes, "strongly”
combined into two categoriles,

“Agree” and "Disagree,” respectively. "Agrece” percentagas are reported here; “disagree” percent-
ages can be obxained by subtracting from 100.) :

Percent Agreemernt

T

AT THIS SCHOOL . . .

1.

2.

14,
15.

16.
17.
18.
19.

20.
21,

What students are learning is useful for

whar they need to know NOW .. ....oveenennnnn 79

What scudents are lesrning will be useful

for what they will need to know LATER in

L€ o vevevonerenonencssersassosssssanananss 88

Most of the teachers are doing a good job ..... 85

There are ccher places in this communiry

where students could be taught, but this

school does not make use of them ..veeveeenas 30

Many students don't care about learning....... 94

T oo many students are allowed to gradu-

are without learning very much...c.eeesssseess 82

Many teachers are prejudiced...oeeeenenannes 18

Many students are prejudiced .....oveneneenns 38
. Girls get a berter education than boys......... 3

Boys get a better educarion than girls......... 0

Students of all races ger an equally good

EAUCALION « ¢ s v ovvvvnnnnnnnsscecscsssnnnssses 94

Average studerts do:'t get enougn artéation. ... 62

Drug use iS 2 problem v.vevevenrosasscenenns 74

Student violence is a problem.....c.eeeveeene. 62

The counseling service is adequately -

meeting.students’ needs...... b eeeeenensneans /29

It ig easy for me to get help from a coun- ’

selor when planning my school prograr ....... .

If I have a personal problem, it would be

easy for me to get help from a counselor...... *

If I need help planning for a career, it would

be easy for me to get help from a counselor. .. *

Parerits should have a say in whar 18 taughe.... 83

Teachers are not Paid CIOUEN e e vveerrerenens . 97

Not enough money is spent for education ..... . 91

“Th:s data source not asked this question.

O
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82

79

37
67

73
33
49
12

81
68
66
42

14

75
78

B 10
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81

86
74

54
74
62
38

S8
26

82

52

41

51

46

52
76

Number of Cases -

T

34

34

33
34

34

34
34
34
34

34
34
34
34

34

33
34
4

213
214

204
214

212
207
211
211
210

213
210
208
211

211

201
209

432

433
436

427
428

431
" 429
434
431
418

431
435

420
429

429
430

430
433
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The numbers of cases (teachers, parents aud students) responding to the previcus items are
presented below:

10.
11.
12.
13.

" 14,

15.
16.

T
Studern: misbehavior.......cveceevrnonccccccnens 29
‘Teachérs don't discipline students.......ovvvenns 33
POOr CULTICUlUM oo\ vccrorrenccascnanse sononsns 34
Lack.of student interest (poor school
Spirit, dnn’f WAL €0 L8ATM)ieurcuenrossoeeennes 29
r teachers orteaching. . ...veevecereacssoonss 34
School to. large /Classes overcrowded ........... 33

. How the school is organized (class

schedules, noc rzough time for

lunch, passing pesiodsS, €C.) c.vecearssnnreannens 34
Inad( quate or inappropriate distribution

of resources (e.g., personnel, build-

ings, equipment, and marerials)......ceenenieen 33
The administrarion at this school.....ccveeeeene. 31
Drug/Ascoholuse......... ecseccerasesesnsnnns 34
Prejudice/Racial conflict «..c..-e. e ereneeaees 34
Busing (Or INTEQTALION vovvuresoreerereenrannns . 34
Federal, state or local policies 2ad - N
regulations that interfere with

CAUCALION +vvvevreecereancacssessososcassssncses 32
Desegregation........... teeeeeeeneeaarrans aee. 34
Lack of parent {nterest.....cceceessonnnnns R &
Lack of staff interest in good

school-communiry relarions...... eeceseenensnns . 34

*This dara source not asked this question.

Numrber of Cases*®

P
210
205
199

207

205 °

207

204
202
206
202
204

201
202
206

204

S

409
423
420 -

411
421
421

412

405
413
407
413
421

**These are the tzotal number of teachers, parents and srudehrs responding to each of the items.
This type of cclumn heading wisl be used in many tables to follow.

B 11
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Percent Aqreement

A

Number of Cases

IN GENEKAL . . .

1. Schools shoulc . c.segregated ..oeeeae. ceo 35
2. Students should = w:7d to achieve
desegregarion,.. .. .cessessscescccncosanas &
3. High school stuwises * should have job exrience
as part of thewr %:%n") PrOgTAM .eleennenveanss 2
4. Teachers shou's isoe the right to strike ..... .. 0
5. Teachers' uniras ar ~ssoc:ations should he
able (0 razrgain abour things like clase size,
curriculum, and teaching methods. ..euevruanns /4
6. AD' high school studerzs should be required to
pass 2 standard examinatics to get a bigh
8CHOG] AIPIOMB . e venvrnnesreesraseassssnnnacs 08
7. Students should be able to leave school as
early as age fourteen if they cai pass a
scandard examination c...eeeeiveeces eereeanae 4l
8. Tne only time most pareits visic schools is
wten rheir children are {u trouble.......... ... 100
9, Pr.y- 7ty tazes axe the pest way to {inance
CUCE LT v vvveenossnnnosonsons ereeenenaens 24
i, I usually vore in favor of school bonds ......... 71
11, I would precer to zave my child in 2 privare
rather than a public school ......... eesessesen ®
12. Teachers <hould have (enuTe......... seeseiman *

*This data source nce asked this question.

iy e

N

U
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ol

84

51
71

38
62

S

T P
34 200
34 210
34 212 -
34 214
34 212
34 214
24 214
33 215
34 210
34 206
. 213
w 193
4
/
///
pe
\)\.\\

434
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Schools ugually provide education in a variexy of areas.® However, some areas may be maore
importaat &t one school than at accrher. B

¢

“Which one of the following areas receives the most emphasis at “his scheol? '

Perc mtages

T P g

Nz 35 )*° M= 200 Y fid= 414 )"
Sccial Development 3 16 10
Intellectug . Developm =it 6 - 38 59
Personal Development 2 8 . 12
Yosarirnal T - -elopuic 4 49 ' i .20

/

*Social Development is instrucom which helps sude-.is learn to get a'oug with other scuderzs

and adults, prepax=s scudert: for social and civie rvsionsibility, deveiops students’ awareness
and af Jreciation cf our own ars! rmher cultures.

Intellectual Development is instrucrion ia basic sk.is in mathem atics, reading, and written
and verbal commuuicarion; and in crigical thinking and problem ~solvirg abilies.

Personal Development 15 sz fon which builds sgu-couﬂdence, cr~ativity, abiliry to think
icdependently, and self-dist iptm e,

-"\\.-:"
Vocational Develooment is inXruction which prepares students for emplcment, development
of skills necessary {or getting a job, davelopment of awareness about carce: choices and
alternarives. .

es:lumbers in parentheses are the toeal numpe: . f teachers, pasents and students who
responded to this item. This type of notation wiil be u--:d in many tables to follow.

~
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If you had to choose only one of these areas, which do YOU THINK this school should emphasize?

Percentages
T P s
(M= 35 ) (N= 208 ) (N= 406 ) .
Social Development 6. ) 11 .12
Intellectual Development 51 47 31
Personal Development | 26 . 17 ' lé‘
Vocational Development L 24 38

Students are often given the grades A, B, C, D, and Fail to describe the quality of their work.
If schools could be graded in the same way, what grade would you give this school?

Percentages
T P S
N= 35 ) N= 213 ) (N= 428 )

Grade

A 0 8 7
- 17 24 22

C 37 42 k 33

D s0 17 17
Fail 6 8 21

o
o Ay

B 14 .




~ School -General

Below iz-a list of people and organizarions who might make decisions for thin sehcol.

How much influence does each of these people and
organizations now have in making decistons for this school.

Percent Responding . . .

"A Lot"” "“Some"” "None” Number of Cases

T P T P T P T P
. 1. Parent-teacher organizarion.......... - 3 20 76 70 24 11 34 198
2. Teachers at this school............ .. 0 30 82 61 i8 10 34 200
3. COmMUNILY af LaTge ceeveenrennncnens 18 9 59 51 24 40 34 197
4. School District Superintegdent........ 97 74 3 21 0 S 34 199
S. Students.......covvevecicccenccnnnns 3 8 42 41 S4 sl 33 197
6. Principali.....covvevevecnee teseseee 44 44 50 51 6 6. 34 201
7. School Advisory Council ....... R | 20 29 58 71 22 34 188
. 8. Parents ...ic.cieiiirnnicennns eseese 9 9 71 51 21 40 34 197
' 9. School Board members............... 88 S8 9 . 38 '3 4 34 199
10. Teachers’ unidns and associations .... 0 16 36 S8 64 25 kk| 190
1I. State lawmakers .............. eeesee 29 45 08, 42 3 13 34 194
’ 12. Federal lawmakers.....c.veevenencnss 26 46 65 40 9" 13 34 194
. How much influence do you think each should have?
Percent Responding . . .
"A Lot” "Some" "None™ Number of Cases
T P | T P T P T P
1. Parent-teacher organizi.icm.. . B V- 51 88 44 0 5 3 , 203
2. Teachers at this school.............. S3 51 44 48 3 2 34 ' 201
3. Cornmunity ar large ... ...ccvevenenns 21 43 1 74 51 6 6 34 199
4. School District Superintendent........ 38 47 62 52 0 2 35 201
S. Students......... eemssssssens ereeees 3 26 85 68 12 . 6 34 200
"6, Principal...coevevevesevosecnosooses 32 51 63 48 3 L 34 . 201
7. School Advisory Council ..ov.vnnnn.es 9 42 82 54 9 4 |~ 34 196
8. PATENIS vuvvvevrcrononssanosssnnsens 12 44 .83 54 3 2] 34 201
9, School Boari members.......cecce.e . 29 43 71 356 0 1 34 201
1U. Teachers’ unions and associations .... 9 24 79 30 12 29 34 199
1l. Stare lawmakers ...... e ereeereeenaee 6 28 88 58 6 14 L34 201
12. Federal lawmakers....ccveeecesscons 6 26 68 50 26 24 34 199
P l{llC . B 15 283
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¥
To the extent thar pareats are uot mvolvcd in school activities, indicare whether of not each of the
following is 3 major reason. '

%, Indicaring "Yes” Number of Cases
T P T P

‘1. Baby sitting/Child care..... teeneens veenes e 71 23 34 197
2. Lack of transportation to g=t to the school....... 55 29 34 202
3. Principal’s and teachers’ attitudes.............. 38 20 34 195
4. Conflict with their working hours.........ccv.-. 71 57 . 34 200
5. Their belief that it is the job of the principal

and the teachers to run the school....oeueeenens 68 - 19 34 196
6. Different languages spoken by the school people

and PArenrS....ceveccecscssssnsocanssccsonans . 59 . 10 34 197

Teachers: In general, when you have to contact a parent regarding his/her child, tow quickly does
the parent respond to your request? (N= 34 ) ‘

2
1. Parents usually respond ciuickly ................ 24
2. Parents usually respond, but after some delay... 44
3. Parentsdonmt respondat alllsoeeeeecrniinnnnen 24
4. I have na comacted any paremts..... feeeereeees 9

Parents: When vou have to contact the school regarding your child (of children), how quxckly does
the school respond to your Tequest? (N= 2135 )

@
.i
1. The school usually respond quickly....c..voun-. 52
2. The school responds, but after some delay...... ' 20
3. The 'school usually doesn't respond at all........ 5
4. I have never had to contact the school........... 23
9%
Send .
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TEACHER SURVEY DATA
Description of the teacher sample with respect to four key demographic characreristics:
Sample %
SEX:
e cerreunnes Vesssssnnas 47
Female . ... ..... Ceessssennsststasasssesannes 53
AGE:
Lesgthan 30 .ocveceecnccercescanncncanens ... 93
30-39........ Ceeresssenses certssecesssssennne 12
4049 ... ..t riiircnccccecticecsestatsassanne 0
50 OF M@ ..cvevecrecncacocnsacasoacsasasnns 35
RACE/ETHNICITY:

* Whire/Caucasian/Anglo ....ccveveeronseonanees 85
Black/Negro/Afro-American. ....ccoevrrencenes 3
Oriental/Asian-American .o.eeverreecsssensnes 3
Mexican American/Mexican/Chicano........... -6
Others ..ocvveneecneceaarenns eeeecsecnnnaans 3

YEARS IN THIS SCHOOL: . -
N ceesassssaeas 80
4’6 ............ ¢sssseessssssssssssssssssssss 10
72 -7
10 or more......... AP |
) A
The responses obrained from the teachers in this sample to selecred questions in the
teacher survey are sum-narized on the following pages.
\ 1:
B 17
{) e
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" in general, how satisfied are you with the current teacher evaluation system used atr this
" gchool? (N=34 )

a
Very satisfied ....vviercesrnonnrnaancsccrnns 6
Sornewhat satisfled.....ccoevecensonccroncannne 29
Somewhat dissatisfied ......ccveienricceeeaonns 15
Very dissatisfied......... e eeeeseenneneeneens 50

Ihdicate whesher or not you would lke to see the following changes in the ¢irrent evalustion
procedures used 2t this school.

¥, Indicaring "Y=s" Nu:nber of Cases
1. Having different people do the evaluarions......... wenees. OL 33
2. More frequent evaluarions...... teeeesecarenasnenenneans 30 33
3. Modified/different criteria used .....ocoecrieenccnroone 76 34
4. Less frequent evaluations........... eesecacsesnens eeees 33 33
5. Modified/different ways that results are com- .
» municated £0 YOU ... esvenens cerens [ Y 61 33
Which one of your regular work acrivities.do you like best and which one do you like leasz?
; o % of Teachers Respoading . . .
“Like Best" “Like Least"
(N= 34 ) (N= 34 )
DAILY WORK ACTIVITY . . . ’
1. Teaching (actual INSTTUCTION) v vuvrernnerennennns eeeees . 59 0
2. Teaching preparaticn (planning acd preparing les- -
. sons, getting supplies, serting up room, ELC. ) e uenrannons 3 0
3. Disciplining students ........ teresesasesecrnsesancennns 0 T 26
4. Working with individual studentS......ccoveeveee covrnns 21 0
5. Required classroom routines (roll call,
diSmissal, €2C.) cevevenannsonoonnannnnseenns N 0 T~ 6
6. External classroom disruptions (P.A. system, ' e ’
students taken out of class, €1c.) co...nss heeressasenanes 0 3
7. Testing and grading ..... P T 0 6
8. Required non-instructional duties (yard super- ,
vision, meetings, clerical, inventory, €tc.)...... Cereees 0 38
9. Formal interaction wich other staff members
(conferring, Organizing, €tc.)........s e eeeeraenneanas 0 T2
10. Ir.formal interaction with other staff members .
(lounge, cafeteria, CTC. Yo vevececessoaososssnsnsnncssnne « 6 3
11, Interaction with PATCOLS ceseecscvveaossosocs eeessssanee 12 6
B 118 e
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School -General

. The respeasibilities that teachers have vary from school to scheol. Sometzimes these responsibilities
gre small in number, sometimes they are large in number. Below is a list of some of the things abour
which teachers may help make dzcisions. Please indicate how much influence the teacliers at your
achool have in decisions made about each of the following:

Percent Responding . . .

A Lot of “Some "No Number
Influence”  Influence”  Influence” of Cages
1. Changes In curriculum. . ..ccooevreenreacanas 15 . 68 . 18 34
2. Instructional methods that are used in
ClaSSTIOOMSe . carerecrancccasssascannscanes 56 38 . 6 34
3.  Standards of pupil behavior in their own = :
CLBSSTOOMS. « e vevssvsencasanssancnacinss B3 : 15 0 34
4. Standards of pupil behavior in halls and oa
playground ... iveiinieianees teveecarenae.. 38 56 6 34
5. Daily schedule in their own classroom....... 64 24 12 33
6. Daily school schedule for students .......... 15 © 29 56 34
. 7. Special behavior problems with individual
> pupils..... ceeenen cecenennse teevevceecaces. 18 76 6 34
8. Special all-school affair's, such as open '
houss, assemblies, €C. .......untn creveses 15 59 26 34
- 9. Commirring the staff to participate in
’ special projects or inNOVarions ......c...... 3 38 9 34
¢ 10, Community relations policy .c.cevvceennnens 0 26 74 34
11. School publications......ceceveesenencecne . 3 35 62 34
12. Unusual problems thar affect the whole
school ...evoveuenee Cesseeresenecane creeeee 3 56 41 34
13, Time of staff meetings....... teeaecieananas 0 12 28 34
14.. Cootent of staff meetings..... veaeas ceeenane 0 36 64 33
15. The way in which sta’f meetings are _
co.-ucted...... seeaes vessescenens ceasenas 0 15 8% 34
: 16. Arrangements for parent conferences ....... 26 59 1% 34
' 17. Assignmemnts for teacher duties outside of '
! ) clissrooms (yard duty, €C.}.cveeeececnsans ) 21 79 34
18. Planring social gathering of school staff ..... 18 47 38 34
19. Stardards of dress for pupils,.....vieeeenns 0 21 79 34
20. Sandards of dress for staff ....... cecrcanen 6 30 64 33
21. Assigning pupils to classes.......... weeenee 0 © S0 30 34
22. Assigning teachersto classes coeevvaeenness 3 9 - 38 C 34
23. Ways of reporting puptl progress to
PATENLS vuvevvarecnans cneeeeee P £ 62 15 34
24. Preparingthe school budget o.vvivvnnannns. 3 o 9 88 33
25. Managing the funds available for '
INSTIUCTION2] PUIPOSES e vver e e cecaseeansnn 3 18 i 34
26. Sclecting voiuntucer teaching assistants ...... 3 9 34
B 19 .
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27.
28.

29

30.

3L

an
Do

33.

To summariza these results, teachers,
of the above items as follows:
then receive an overall score equal to their mean
given the titie "ceacher influence” to these scores: t

Percent Responding . . .

"A Lot of “"Some "No
Influence” Influence” Influence”

Selecting paid teaching assiSIantS............ 3 0 97
Selecting part-time teachers for the
8choOl StAfl . vuvurrecrnreerneanrnes cernaees 0 3 97
Selecting fuil—time teachers for the
school STaff cueivereseranenn ereeeeernraeans 0 6 94
Evaluaring the performance of teaching
assisrams. ...... teseeenaassssaeans ceeeane 3 29 68
Evaluaring the performancs of full-dme
teacherS..cocevneernasnss teesneresesernen 0 12 88
The dismisssl and/cc transfer of teachera. ... 3 6 91
Selecting adininistrarive persoanel to be :
assigned to the school......... teeecesereeas 3 0 97 -

3 = A Lot of Influence;

Numbper

of Cases

34

34

34

34

33
34

34

depending upor their responses, are given a score on each
2 = Some Influence; 1 = No Influence. Teach=rs

(arithme.ic average) of the itein scores. We have

three-point response scale) for your school is as follows: (N= 34 )

Teache: Influence

A Lot of Influence (3)
Some Influence (2)

No Influence (1)

@
2

-0

59

4l
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. School-General

The following data represent the rcsponses of the sample of teachers from-this school 0 77
items pertaining to various m:erpersonal and organizational aspects or "dimensions"” of their
work experience. These.dara do not necessarily represent facts; rather, ‘they reflect teacher

ions of the work environment of this school along those dimensicns we chose to measure.
Tbese dimensions are listed below. Although we have given them descripcive titles, their es-
sence is best reflected in the representarive items following each dimension. (Each dimensioa
is actually made up of 20 to 30 related kinds of items. Noxe that "staff" refers to teachers and
ocher adulrs working in the school who affect the work environmenr of the teacher. All irems
are to bé read as preceded by the phrase: In this sthool. . . .)

[

. Orgenizarional Probiem-Solving

“The staff is continually evaluating its programs a.nd activities and
etternpring to change them for the berter.”

~The administra:br(s) and teachers collaboratre in making the school
run effectively.”

“The staff makes good decisions and solves problems well.”

“Problems are recognized and worked on; they are not allowed to slide.

"I is often unclear as to who can make decisions.”

"Afrer decisions are madé, nothing is usually done about them. "

2. Principal Leadership
“The principal'tries to deal with conﬂic: constructrively;
not just 'keep the lid on. ' "
“The principal's behavior toward the staff is supportive and encouragmg.
“The principal sees to it thar staff members perform their tasks well. "
“Sraff members feel free to communicate with the principal.”
"Conflicts between the pnncxpal and one or more staff members are
not easily resolved.” ‘
“The principal is reluctant to allow staIf members any freedom of action.”

3. Scaff Cohesiveness
A friendly atmosphere prevails among the staff.”
“Staff members support and encourage each other.
“Sraif members ace tolerant of each others’ opinions even if those
opinions are different from their own."
*When conflicts occur buween the staff members. they handle them
constructively rather than destructively.”
“There are cliques of teachers who make it difficule to have an open climare. "
“Staff members don't Teally trust each cther enough. ™

5 - 3 21 R85
ERIC -
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Teachers respond to each item on a six-point agreement scale; that is, the teacher rnay “strongly

_ agree,” "moderately agree,” "mildly agree,” "mildly disagree,” "moderately disagree, " or "strongly

disagree” with each item. If the item is positively (favorably) worded, e.g., the firs: four exam ples
for each dimension, these agreement responses would be scored 6, 5, 4, 3, 2, or 1l respectively.

If the item is negatively (unfavorably) worded, e.g., the last two examples for each dimension, these
agreement responses would be scored 1, 2, 3, 4, 5, or 6 respectively. Thus, the higher the score,

the more favorable or positive the response.

Ecch teacher is then given a single score on each dimension, equal to the mean (arithmeric average)
of their item scores defining thar dimension.

The data for the sample of teachers trom this school are presented below. The school mean and the
disrribution of teacher scores (converted to percestages on the six-point response scale) are as
follows, for each dimension defined above:

T ezcher Distriburion (%)

Number . :

Dimension Mean of Cases 1l 2 3 4 ] ]
1. Organiza.ripnz.l Problem -Selving 3.4 34 3 12 41 29 12 3
2. Principal Leadership 3.4 | 34 12 18 24 26 9 .12
. 0 3 44 35 15 3

3. Scaff Cohesiveneas 3.7 34

Many queétions regarding the interrelationships among teacher characteristics, percepcions, and/or
artitudes can be investigared using the data we have collected. For example, is there a relationship
(correlation) between how teachiers perceive their work environment and the number of years they

have worked at this school?

One way of looking at the dara to help answer a question of relarionship is to compute what is called a
correlation. : :

.



School -General

Correlacinas can range in value between -1 through 0 to +l, representing perfect “inverse” or

. “negative" relationships through "no” relationship to perfect "direct” or “'positive” relationships.
Correlations exactly equal to -1, 0, or +l are, bowever, rarely found. Usually, the coefficieats
are decimal numbers between these values. For any work environment dimensioa, if the cor-
relation coefficient is positive, teachers are tending to respond favorably on the dimension, the
longer they have been working ar this school. Conversely, if the coefficient i3 negative, teachers
are tending tr. .re pord favorably on the dimension, the less experience they have had in this school.

i

As a rough rule of thumb, ‘the following ‘adjectives can be applied to the {ollowing ranges of
correlation values: ' :

Range of Values ] Adjectives

~.19to0 +. 19 Extremely low; near zero
.20t0 .39 (or -.20to -.39) Low

.40to .59 (or ~.40to ~-.59) ’ Moderate

.60to0 .79 (oxr -.60to0 -.79) High

.80 to .99 (or -.80to ~.99) Extremely high: ncav perfect
(T echnically, we are using the Pearson product-moment coefficient of linear correlation.)
The following results are correlations between the teachers' scores on rhe various dimensions
of work environment and (1) the teachers’ years of work experience at this school and (2) the

teacher influence scores (see pages 13 and 15):

Correlatiqnslw'u:h . e

Years of W{)rk . Teacher
Work Environment Dimension Experience at thls School Influence
1. Organizational Problem -Solving " -.08 ' .36
2. Principal Leadership -.28 .26

3. Saft Cohesiveness ' S -l22 L4l
N L
IMPOKTAN{ --Correlation does not imply causation. Even if X {s highly correlated with Y, we '

cannox infer thaz X causes Y or, conversely, that Y causes X. We can cnly say that the two
characreristics are somehow related. - -

B 23 291
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The following dara represent the responses of the sample of teachers from this school to 17 items
dealing with several dimensions of classroom instruction. The data do not necessarily represent
"“truths”; rather, \thcy reflect teacher attitudes (or "educational bgliefs") about what they would

‘term good or bad learning environments for the classroom. ‘Th}:»d\hneasions are listed below.
Although we have given them descrigxive titles, their essence is‘be‘ﬁ'eﬂected in the represent-
ative irems following each dimension. (Each dimension is actually made up of 5 or 6 related
kinds of items.)’

1. Pupil Participation : .
“Good teacher-student relations are enhanced when it i clear that the
teacher, noc the students, is in charge of classroom activities. "

\

“Student initiarion and partié¢ipation in planning classroom activities are
essential to the maintenance of an effective classroom atmosphere. ”

‘

2. Discipline and Control
"An orderly classroom is the major prerequisite to effective learning."”

"“There is too great an emphasis on keeping order in most classrooma. v

3. Instructional Goals
"“The teaching of basic skills and subject marter is the most important
function of the school.”

“The .earning of basic facts is less important in schooling than acquiring -
the ability to synthesize facts and ideas into a broader perspective.”

R
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Teachers respond to each item on a six-point agres scat scale; that is, the teacher may “strongly
agree,” "moderately agree,” "mildly agree, " "milélr disagree,” "moderately disagree,” or
';s:rongly disagree” with each item. Ifthe item is ™ raditionally” worded, e.g., the firsc item
exemplifying each dimension, these agreement resg uses would be scored 6, 5, 4, 3, 2, or 1l

respectiveiy, If the item is “non-traditionally” werded, e.g.. the second item exemplifying each

dimension, these agreement responses would be scored 1, 2, 3, 4, 5, or 6 respectively.

Thus, the higher the score, the more “tradirional” the response. & is important to keep in mind
thar the phrases “traditional” and "non —tradirional” sce defined here only in terms of responses

‘to the indicated items-~they should carry no further connotations. :

Each teacher is thea given a single score on each dimension, equal to the mean (arithmeric

average) of their item scores defining that dimension.

The data for the sample of teachers from this school are presented below. The school mean and
the disrriturion of teacher Scores (converted to percentages on the six-point response scale) are

as follows, for each dimension defined above:

Number T eacher Distribution (%)

- Dimension ' Mean of Cases ~1 2 §_
1. Pupil Participaion............ 3.8 34 0 3 32

. 2. Discipline and Comtrol........ 4.6 34 -0 0 15
3. Instructional Goals.......... . 4.1 34 0 9 21

Is there a relationship (correlarion) between "educational beliefs" as expressed by the above

questions and the total number of years of teaching ‘experience?

The following results are correlarions between the teachers' scores on the several dimensions

of “educarion beliefs” and the teachers’ toral years of teaching experience. .
N \

Con’ela.uor;‘ with Total -

Dimension - ' Years of Teaching Experience
1. Pupil Participation.........eeu.. eereneees .. T 15 .
2. Disciplineand Control.....ciciiiececnnnans - 43

3. Instructional Goals.....cceveeceericnccccnne .26

*See page 16 for guidelines in interpreting correlations.

©
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STUDENT SURVEY DATA

Description of the student sample with respect to four key demographic characreristics:

Samgle%_
SEX:
Male...........cce eeesevesecsnensasasarsans S2
Female ......covveecerensnnnnns eeernerenane 48
GRADE:
T i ieienececssseecasassessansssnsnsssonseass 48
T Buvrenssececansasssssssconssnes ceescecsssss 92
AGE:

152nd OVET..evcecscscrocacnccnsecsascecconse 8

RACE/ETHNICITY:
White/Caucasian/Anglo. . ....coceeveenncccnses 45
Black/Negro/Afro-American ......cceeee.. .es 5
Oriental/Asian-American.....c.cceceevcececscs 1
Mexican-American/Mexican/Chicano. ...~...... 49
OHerS...ocveeeencncsracesss e reveeaeaaeses 0
\

The responses obtained from the students in this sz_;mple'to selected questions in the student
;‘'survey.are summarized on the following pages.

.




School-General

The following data represent the responses of the sample of st._ents to 19 items pertaining to
several dimensions of "self concepz.” These dara do not necessarily represent facts; rather,
they reflect student perceprions of themselves along hose dimensions we chose to measure.

~ These dimensions are listed below. Although we have given them descriprive tirles, their es-
sence is best reflected in the representative items following each dimension. {Each dimension
is actually made up of 6 or 7 related kinds of items.)

1. General .
"I'm precty sure of myself.”

"I often wish I were someone else. "o
2. In Reiarion to Peers -
"I'm easy to like.”
"Most peaple are betrer liked than I am.”
3. In Relarion to School)Academic
- "I'm proud of my schoolwork.”

"I'm noc doing 'as well as I'd like to in school.”

ERIC
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Studenes respond to each item ou a four-point agreement scale; thar is, the student may "strongly
agree, " "mildly agree,” “mildly disagree,” or "swongly disagree"” that the item does describe

how they think about themself, If the item is positively (favorably) worded. e.g., the first item
exemplifying each dimension, these agreement responses would be scored 4, 3, 2, or 1 respectively.
If the item is negatively (unfavorably) worded, e.g., the second item exemplifying each dimen-

sion, these agreement responses would be scored 1, 2, 3, or 4 respectively. Thus, the higher

the score, the hicher the self-concegt.

v

Each studenr is then given a single score on each dﬁnaision. equal to the mean (zrithmetic average)
of thelr item scores defining that dimension. :

¢

The data for the sample of students from this school are preseated beiow. The school mean and
the distribution of student scores (converted to percentages on the four-point response scale) are
as follows, for each dimension defined above: : )

Number . Student Distribution (%)
Dimension Mean of Cases 1 2 3 4
Jme . xen ol ases S £ 2 2
1. General 2.6 437 2 40 53 5
2. In Relarion to Peers 2.8 437 . 1 25 68 7
3. In Relarion to School/
Academic 2.7 437 1 31 60 9

nO
e
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" is there 2 relarionship between the self-concept of ~udents and their sex or grade level? This
relationship can be looked at by companng the mea: s.ores for different groups of studemrs
based upon sex or grade level.

Means for Studenr Groups Bascdon . . .

Self-Concept Sex ‘ Grade Level
Dimension Males Females 7 8
1. General s 2.7 2.5 2.5 2.7
2. In Relation to Peers 2,8 2.8 s 2,7 2.9
3. In Relation to School/ - .

Academic 2.7 2.8 2.8 2.7

NOTE: Since these data are for only a sample of students, do these differences really describe
the true differences for all students at this school . . . or are they largely the re: it of differ-
ences due to the narticular sampling of studenrs? You can assume thar any result in the above
table preceded by an asterisk (*) is probably a guod indicator of the resl differences in your stu-
dent popularic- "Probably"” 'means that we would be wrong only one time out of 100 if we re-
peated the sampling process over and over again., (Technically, the asterisk indicares those |
resuits statistically significant ar the . 0l probabilicy level, using the F-test for mean differences
between groups.) This type of analysis will be indicated for all subsequent tables showing
differences between group means.

On the following pages, means or percentageas of student responses will be presented for selected
questions. These statistics will be given xor the total sample as well as for groups of students
based on sex und grade level.

B 29
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There may be a lot of things you like about this school, but if you had to choose tiie one best thing,
which one of the following would it be? First recad through the list, and then mark the circle nexx
to the one you think is the best thing .about this school. )

\‘\;:A_-, . 7 . ’ ‘% for Studemnt Groups Basedon. . .
*Sex_ Grade Level Overall
Males Females 7 8 Sample

The Oue - '
Best Thing °
S ————— N
1. Fair rules and regularions........ 7 3 6 4 3
2, My fxiendS. .. .ooiicaceanns veeese 40 49 41 48 45
3. The classes ['m taking..... ceeean 4 6 6 4 S
4, Teachers . ..coceceeananes 2 b3 2 4 3
5. Lirtle or co prejuaice or ,

racial conflict, ... veeeeeaces 3 3 3 3 3
6. The variery of clzss offerings..... 3 1 ‘ 3 1 2
7. Sports activities........ PP N 22 10 17 16 16
8. Exracurricular activities - ) ;

ocher than SPOITS...ccccceeccs oo 1 1 1 1 1
9. The campus, buildings, and ' '

CQUIPMEN. . occeeneaacrancaecnns 2 1 . 2 1 1
10. Good student artitudes

(friendly, good school

spirit, ccoperative).......... wiee 4 10 6 7 7
11. The principal and other people in

the office who run the school ..... 3 3 5 1 3
12. NOTRING «vvvveveeennenencennenns 8 11 10 9 10

(N= 417 )

NOTE: Sinze these data are for only a sample of students, do these differences des:ribe the true
differences for ail students at this school . . . or are they largely the result of differences due to
the particular sampling of students? Instead of looking at differences between averages (as on page
22), we are now looking at differences between percentage distributions. In the above table, each
olumn constitutes a single set of data. Therefore, an asterisk preceeding either the sex and/or
grade level columns signifies the pattern of differences in-percentages is probably a good indicator
of the real pattern in your student population. (Technically, we are using the Chi-Square test and
the asterisk indicates those results staristically significant at the .01 probability level.) This type
of analysis will be {ndicated for all subsequent tables sﬁdwlng differences between group percentages.
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In general, how do you like the following subjects? (Means are based on this four-point’ reépcnse
scale: "Like Very Much” = 4, "Like Somewhat” = 3, "Dislike Somewhat” = 2, "Dislike Very Much"

=1.) .
N - Means for Student Groups Basedon . . .

. Sex ‘Grade Level Overall Number

Subject ) - Males Females 7 8 Sample of Cases
English........... ceeee 2.7 2.8 2.7 2.8 2.8 427
Mathematics........... 2.7 2.6 2.7 2.6 2.7 421
Soctal Studies.......... 2.6 2.5 2.4 2.7 2.6 426
SCienCe. . cvueienecanacs 2.9 3.0 3.2 2.7 2.9 421
The Arts .......... .... 3.0 3.2 3.2 3.1 3.1 40§,
Foreign Language ...... 2.5 2.5 2.5 2.5 2.5 377
Vocational/ ' i
Career Educarion..... 3.1 3.0 « 2.8 3.3 3.1 376
Physical Education...... »3.3 3.0 3.1 3.2 3.1 420

In general, how important are the following subjecta? (Means are based on this four -point respoase
scale: "Very Important” = 4, "Som¢what Important” = 3, “"Somewhat Unimportant™ = 2, "Very
Unimportant” = 1.) ) . g .

Means for Student Groups Basedon . . .

’ Sex GradedLevel Overall Number

Subject /Males Females 7 k3 8 Sample of Cases
rd .

English..ecevvvnnnnn... 3.4 3.6 3.5 3.5 3.5 433
Mathemarics........... 3.5 3.6 3.6 3.5 3.6 424
Social Studies.......... *2.9 3.1 3.0 - 3.0 . 3.0 429
Science....... veesesne. 3.0 3.0 * 3.2 2.9 ' 3.0 417
The ArtS ...cvveececess 2.6 . 2.6 - 2.7 2.6 2.6 407
Foreign Language ...... 2.9 3.0 - 3.0 2.9 2.9 390
Vocational/ T _ : _

Career Education..... 3.3, 3.3 3.3 3.3 3.3 390
Physical Educarion...... 3.1 3.0 * 3.2 2.9 3.0 2 426

. # ,
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Educational aspirations of students:

% for Student Groups Basedon . . .
If 1 could do anything : )

S5

I want, I would like Sex *Grade Level Overall
to. .. (N=40) Mzales Females: 7 8 Sample
1. Quit school as soon as possible..... 6 11 6 9 8
2. Finish high Schook .evieeruieenernas 30 36 26 38 33
3. Go to trade or technical school ..... 6 4 5 5 S
4. .Go to-jtnior college , ........c0uune 2 2 2 2 2
-5, Go to a 4-year college or i

UNVErSILY . covcvrevcacncscns cecees 28 22 23 28 25
6. Ga to graduate school after

college, .. .ocveveennnnnnns ceenenns S 4 8 2 5
7. Dontknow ......ccceveeene cerreses 23 20 29 16 22
I think my parents would - Sex Grade Level Overall
like meto. .. (N= 433 ) Mzles Females 7 3 Sample
1. Quit school as soon as possible..... 2 1 2 1 L
2. Finish high school..........ccunnn L 32 40 33 36 36
3. Go to trade or techical school . .... 4 1 4 1 3
4. Goto junior college ...ovvunrnrnenn 6 S 5 6 S
5. Go to a 4-year college or

UDIVETSIEY o eeeessaecnorocnanscres 45 39 43 43 42
6. Goto g-mduatc school after X

COLlEge. . o lieirinneraneassonnnas 9 11 9 11 10
7. Don't KNOW . ..vveesecnccsscrnssnns 3 3 4 2 3
Actually, I wiil Sex Grade Level Overall
probably (N= 432 ) Males  Females 7 8 Sample
1. Quit school as soon as possible..... 4 4 4 S 4
2. Finish high school........i...cnen. 29 41 28 39 33
3. Go to trade or technical school ..... 6 1 2 5 4
4. Gotojunior college .......veeeneen 7 10 9 7 8
5. Go to a 4-year college or .

UIIVErSIEY o veveecnonsnnssncecnces 36 28 34 31 32
6. Go to graduate school after B

college..... N eseeceeceacacnansses 7 7 8 6 7
7. Don't know P R RLERALE 12 9 14 7 10
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The overall percentages of student response for the following question were presented previously
when we compared them with teacher and parent responses.

Students are usually given the grades A, B, C, D and Fail to show how ‘good‘their work is.
If schocls could be graded in the same way, what grade would you give to this school?

¢, for Sudent Groups Based on. . .

Sex Grade Level ' Overall
Grade Males . Females ‘ 7 8 Sample
A 7 7 1 ‘ 4 ' 7
B ' 22 22 24 : 19 22_
c 34 31 28 37 33
D' 16 19 17 18 17
- Fail 20 2 20 22 21
(N:= 428 )
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APPENDIX

Guidelines for interpreting the.Results

As with any dara in the behavioral sciences, interpretarion is not an obvious marter, Asa

teaching or non-teaching professional associated with this school and community, you are

in the best position to interpret these results on an "absolute” basis--that is, an inter retation

based upon the content of the question and your assessment of the dara in light of y-ur own

percepeions and feelings abour this specific school and community and in the context of your
- —

" rotal experiences in education.

It is also possible to interpret the data on a “relarive” basis--that is, to assess you school’s
results by comparing them to the results of ccher schools. "Normative” interpretations,

such as "My school is below average, average, or abeve average” can be quite misleading
depending upon the characteristics of your school relative to those of the other schools and

the purposes for which you might intend to use the results. We have chosen not to report
*norms” in this feedback package, since we have ncc yet collected dara in the variery of

school -community situations necessary to develop norms with sufficient precision to be useful.

We have, thus far, been referring to issues pertaining to "descriptive” interpretarion. That
is, the dara for just those persons responding are interpreted as descriptions of the ideas

. expressed in the-questions.. To the extent that these results stimulate useful discussions

among the school staff and others concerned about the school, the data have, in our view,
gserved their main feedback purpose. : -

With appropriate caution, descriptive analyses can become more powerful to the extent that the
descriptions can be generalized to the popularion of interest. This introduces issues pertain-
ing to-"infersntial” interpretations, exemplified by the following question: Can we confidently
assume (with a.reasonable probability), that staristics computed from the data of a sample of
respondents would be like those computed for the population of respondents from which we
sampled, nad we, indeed, given questionnaires the entire population? In other words, can we
generalize our descriptive interpretarions of the responses (o questionnaire items in the
booklets returned by . . . )

{1) teachers, to all the teachers in the school?
(2) parents, to all the parents of studencs at the school?

(3) students in the clasges sampled, to all the students at the school?,

30y
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Unfortunately, there are no simple answers to these questions. Technically speaking, a

strictly random sampling of respondeats is necessary in order to draw staristical inferecces..
Rarely are such samples possible in educational research where comprehensive question-

paire, interview, and observarional data are collected with minimal disrupcion of the daily
acriviries of the school. Nevertheless, samples of the kind which we have otxained for this

school can still be adequately representarive of the populaticns. And to the exrent thar they are--
that i3, to the extent that they are like the samples that would have been expected had sampling
been performed purely at random--statistical inferences can be valuable as approximations

to popularion descripcions. ! ’

”

The number of scorable questionnaire bocklets we obeained (sample size) relative to the
number possible (population size) for teachers, paremts, and students are as follows:

Respondent Approximate Sample Approximate Minimum
Type . Popularion Size Size Sample Size Requirasd
Teschers. ....ceccvvvencecccnns 42 35 38 ,
Parents (Families) ........ ceres 643 218 244 ‘
- . Students..... canennes ceseeceeass 764 462 256

. But not all respondents, for whom we obtained scorabie bocklets, responded to every single
question in their booklets. For example, although we have _462 student questionnaire book-
leca from your school which were sufficiently complete to be processed by our optical scan-
ning machin=, any given question in the booklet may have been answered by fewer than 462
students.

Therefore, we have provided another column ia the table above which contains the approximate
minimum sample size required for making accurate inferences about response percentages.
Every time a percentage is reported, we will also report the actual number of cases upon which
the percentage was based. If this number of cases is equal to or greater than the minimal size
required, than it is sufficiently large so that a statistical inference about the percentage is
accurate (at least) to within S percentage points with 95% confidence.

T

For example, suppose that 687 of the students responded "Yes” to a particular question and
that the aumber of students answering the question was equal to or greater than the minimum
required. Then, hypothetically, if the sampling processes were repeated over and over again
(indefinitely), 957 of the analyses of the results for this question would show that berween 63%
and 735 of the students responded “Yes. "

But we must once again warn the reader that having a larce enough quantity of data, in and of
itself, is nut sulficient--since these samples were not srictly random, the quuestion of how
R Ceprosertative tue samples are must aiso be considered.. .
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It has been our experience that the dara obtained for teacher and student samples ig fairly
representarive of the corresponding populations at the total school level. In most of the
schools we have studied, most teachers turn in a scorable questionnaire booklet. Students

" are sampled by sampling classes according to a broad content outline covering almost all
curricular areas.

We have less confidence in parent representativeness since our sample consists of only
those parents who chose to mail back a scorable survey. Every family at this school was
either mailed a questionnaire or field workers delivered questionnaires to families, in

a door-to-door campaign. A preliminary analysis of the resulrant parent sample with re~
spect to four key demographic variables follows:

Approximate®
Sample % Popularion %
AGE:
Lessthan 30...ceeeeeecrsscscrcsscsscsccccss 1 3
3039 . ceeccccccccensccasansacssscssasssans 51 80
40-49 ., ... e terccssccrsssssssscnsssscsccnce 35 15
30 OF MIOT@.vvecvcecnsesscncsisansssesoncnse 12 2
YEARLY FAMILY INCOME: 7
Less than $5,000..... eeeireceseccctarsnecnans 11 33
$5,000-9,999...... vececccccsssssanssesecsns 24 40
510,000-14,999 .. .ccivicscncsnsnnencsece ve. 32, 18
$15,000-19,999. .. cccrcrirnnccccccccccccnns 20 6
%20,000-24,999 .. cceeerereniiennnirnnnnanens 9 2
$25,000 OF MOLC..cereececcccrccsansscoseses 4 1
RACE/ETHNJCITY: \
White/Caucasian/Anglo...eceescososccaccenne 60 46
Black/Negro/Afro-American ...cceveecececess 4 4
Oriental/ASian-AMmeriCaNl.v.eeeeeeeeesssonsns 1 0
Mexican-American/Mexican/Chicano........ <. 33 50
OtherS.e.ccessesssosscsscsssscsccsossascocs 2 0
YEARS LIVED IN THiS COMMUNITY:
Lessthan Loueiveiencneecnreocseasoneocsacnes 10 10
1-3........  eeeeeessseenseetacanarncannnnee 24 34
T ' 28 ' 27
15 S T 18 26
Morethan 13 ..vveieeeenraancnancacncnnsenss 19 3

*Data obtxained from school officials. - .

Until such time as we have fully analyzed the data olbtained on "non- responding” parents
(parents for whom additional lollow-up was required to obtain completed surveyvs), we
cannot recommend generalizing sample resultsto all the p:lrcnb of students at this school.
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Appendix C
y

School District Summaries*

* The district names that follow are fictitious and correspond to
those used in the Bank and Williams (1980 and 1981) reports. We have
relied heavily upon these reports in the discussions that follow,
particularly of demographic descriptions, district structure, and the

“collection and use of information on student achievement.
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BAYVIEW
Background Information

Demographics

The Baxview Unified School District is a medium-sized district in
a growing urban community with a pdpu]ation of about 100;000.
Béy&iew's student population 1sﬁapproximate1y 14,5000, with both the
numbers of minérity'and 1ow‘fnc0me students increasing. Of the 52.7%
minority enro]]ment,_B]ack students. represent approximately 30% and
Filipino students represent approximately 11%. The socioeconomic
status of Bayvie#‘s student populati-z is extrem§1y'd%verse. For
example, reéent data indicate that 7% of Bayview's thifd grade

students come from professional families, 17% from semiprofessional

!
at

families, 48% from skilled/semiskilled families, and 30% from
unskilled or welfare families. There are 22 schools employing 700
teachers, in the Bayview district: Sixteen are kindergartén through
6th grade; four are 7-9th grade junior high schop]; and t;o are senior
high schools. 4 |

In spite of the District being classified as a "low wealth"
school distfict, Bayview ﬁ?s thevrepufation of‘being innovative. This
stems from ijts effofts for the past six years in organizing staff
deve]opment programs for e]ementaryrahd'secondary principaTs and
teachers. - Additionally, the Superintendent who served from 1972 to
1980 encouraged the writing of grants and'procured federal and state
funds for staff development activities, such as a Staté professional

Development Center; a federal Teacher Center prbgram and a federal

Teacher Cofh Program.
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Overview of District Functions

Staff development is the core activity which stimulates other\
jdeas within the\District and around which other functions
coordinate. Within the District office there is a core 1eadersh1p
group that includes the Superintendent, the Director of Instruction,
Coordinator of Staff‘Deve1opment, and Coordinator of Curr%cu]um, all-
former colleagues at one of the‘D%strict's schools. The Director ‘ef
Special Serv1ces who handles special education programs and their
evaToations the Coord1nator of Special Projects, who manages other
federal a\d state programs and their evaluations and the Director of
Research and. Assessment, are influential but not central members of
the group Con1ng out of a decade of decentra11zat1on individuals'
roles, respons1b111t1es and reporting arrangements are»sh1ft1ng an
order to promote greater coordination among testing, evaluation,

instruction, and staff development functions within the central office

and the schools. \

Formal Data Co]]ection and Disseminatior

Interest in testing_ and eva1uat1on is relatively new w1th1n the
District. General skepticism “amang the District's leadership group
exists, regarding the match between tests and eva1uat1ons and tne
District's instructional program, as well as fear about ‘the commuriity
'consequences of spot11ght1ng low student scores. Neverthe]ess, they
have demonstrated ‘an openness to the poss1b111t1es that examining test
specifications and the patterns of student sgores can lead to spec1f1c

instructional adjustments. The central office staff decided that a
/ .

C 2

L
o
=i

~/



Districx-ﬁide effort to use evaluation information .to improve
1nstrucfioﬁ had to be initiated. . The plan included developing
awareness on the‘part of p?incipa]s, tfaining principals in the use of-
test results, and ﬁ#oviding direction‘for school site analysis and
planning. This process let to a series of lorng-range efforts in the

area of curriculum and instruction.

Achijevement Data Collection and Use

The District adﬁinisters three types of norm-referenced tests:
the Comprehensive Test of Basic Skills (CTBS) in grades K-9 (K is
optional), the Sfate‘Assessmenfiprogram in grades. 3, 6 and 12, and a
Physical Performance Test in grades 5, 7 and 10. The Coofdinator of
Speciai Projects’ describes CTBS scores as primarily useful in
preparing the needs ;;sessment sections of subséquent Title 1
proposals and justifying programmatic activities. Some teache;s find
tﬁe test rsfults useful during parent conferences.

State Assessment Program testing -- one half gour‘per student on
sampled itéms -- provides comparative data on how districts within the
state are performing. Schoo]-Qide scores on the State Assessment
tests are released to tﬁe press concurrently wfkh their. transmission
‘to the.district. School Board concern and w%despread coverage by
newspapers of\district scbres, encouraged the administratipn to
develop strategies to increase scores. Observation of teaéhér;w
demonstrated that, although teachefs beljeve they were addressing

areas of the test, teachers had difficu]ty defining these skills to be

taught as well as diagnosing for the skills. The District built task
C3
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analysis cxcies into Professional Deve1opment Center programs focusiﬁg
_on the low scoring skill areas and administrators drew up a three-step
procé%s in which school staffs were required to submit, in writing, an
analysis of their test data and e plan for improvement. Efforts are
also underway analyzing the match betweeﬁ the State Assessment .test
specifications and the district's curricular embhases.

Proficiency testing by all districts in the state was mandated by
the State Legislature in 1974. Each district was to develop both its
own examination and a system for screening and ‘providing remedial
instruction for students before their-last year 1h school. Students,

_beginning with the class of 1981, who had not passed the examination
would notibe granted a diploma. Forms for grades 5, 8, 9, 10 and 11
were developed by Bayview in read1ng, writing and mathematics. |
Teachers are represented on a D1str1ct Proficiency Exam Comm1ttee
that develops remed1a1 procedures for students not pass1ng the
examination dur1ng the,pre-12th grade screening. uhe district”
developed and implemented district-wide continua in reading, math, and
language in 1979 when 50% of the 8th graders did not pass the exam.
This effort was followed by the 1dent1f1cetion of benchmark skills

to form the content of a District criterion-referenced testing
system. The requirement that teachers test their students and record'
progress on a district-wide k-6 student profile card has movec the
continua into focus as the basis for instruction,

Other testing activities in the district reTate to the compliance

“ﬁpnitoring and evaluation of Title I schools, the Bi1ingua1 Program

and the five schools participating in the school Improvement Program.
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Non-Achievement Data Collection and Use-

The district collects information on attendance and racial
cbmposition, along with information on student behavior and transfer
actions for both elementary and secondary students. These data are

summarized and included in annual district reportss
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Stilton Unified School District

Backgnound Information

Demographics

t.The stilton Unified School District ig'a/medium-sized district in
a_commdnity undergoing rapid transition. Fron a primarily
blue-collar, semi-rural community in the early 70's, stilton's SES
level is increasing. Once a sing1e ind;stry town, Stiiton is becoming
'a white collar and profess1ona1 bedroom community to the large
metropolitan area seventy-five miles away. Land developers are
building large subd1v1s1ons w1th1n the Stilton area. The result is a
steadily 1ncreas1ng population, a rising student enro11ment and a need
for new schoo1s. The Stilton Unified School District operates
thirteen elementary sehoo1s, three junior high schools, one h1gh
schooT and -one continuation hign school. There are 12,000 students
attend1ng these schools: at the last count-although the population may
_have increased subsequently. There are 623 cert1f1c£ted personnel and
an additional 211 aides. Stilton is classified as a "low wealth"
school d1str1ct ‘however Tike other districts in the state, it
_receives approx1mate1y two million dollars annua11y from the State
School Improvement and Compensatory Education programs and federa1

thnds through the Title 1 program.

' Oiérview of District Functions

> ’

The current Superintendent, appointed in 1972, began his tenure
with an empha°1s on 1nd1v1dua11zed instruction. Due to discontent on

the part of the community and the Board with Tow test scres and with
\

~
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other evidence of students' learning defieienctes, individualization
has given way to an'emphasis on_basfc skills organized according to
grade-level standards. Accompanying the emthasis‘on basic skills has
been a commitment to traditional features of fundamenta] schooling.
The Director of E]ementary Educat1on who as a former principal,

successfully 1mp1emented fundamenta11sm in one of Stilton's elementary

‘.</Tschools, has been given the power and author1ty tc implement a gradual
‘change to fundamentalism in all 13 element%ry schools. The effort to
centralize the curriculum and evaiuation process in Stilton, referred
to as the Management System, is supported by the School Board. A
sch1Sm exists within the district office, however, between the
fundamentalfst approach And a more cognitive and systems approach to
education. |
Formal Data Collection and Dissemination
/ Eva]uatien seems. to be aisalient concern in Stilton. The
district intention is te 1ink testing and evaluation cibse]y with
jnstruction. Test specifications are uséed to rethink the cufriculum.
Successful instruction is defined. as that:which‘raises test scores and
. test scores are being used_to monitor stugent and school performance.
L _
) Ach1evement Data Co]]ect1on and Use
The district adm1n1sters four achievement tests to 'students. The
Boehm Test of Basic Conceptsfis given to kindergarden students to test
_ of mastery of verbal concepts; the CTBS is given to students in grades

K-10; the State Assessment Program is given using matrix sampiing in,
.grades 1, 3, 6, and 12; and criterion-referenced state proficiency
B ¢

exams are given in grades 3, 6, 8 and '10.
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The -Comprehensive Test gf Basic Skills (CTBS) has been used for
many-years in order to fulfill federal evaluation requirements. The
CTBS results act as a primary indicator of student learning. Itiis
also used to identify participants for Tjt]e 1 services. The Distrjct
alsp administers the Survey of Basdc Skills at grades 3,'6, and 12, as
part of the mandated State Assessment Program Since Soth the CTBS
and the State Assessment Program tests emphasize reading, math and

%
language arts, the curriculum is focused on these subject areas and

the test data from both tests are used to monitor the level of student

achievement in the district. The Testing Coordinator, who has the

_responsibility of reviewing test results obtained from the CTBS and

~

the State Assessment Program tests on a school by school basis, meets
annually with pr1nc1pa1s and teachers to review the 1mp11cat1ons of
the scores for sChoo]'site p1ann1ng.‘ Stilton also has schools that
participate in the:state-funded School Improvement Program. Sites
participating in the program are-visited by Program Quality Review
Teams trained by the State that assess the'extent of school site

planning and the.consistency ~ activities with previously developed

.. plans.

The district is now in the process of developing the test and the .

remedial programs needed for the state-mandated minimum competencies

testtng. The Assistant Superintendent has initiated the use of

‘McGraw-Hi11's Individua]ized Criterion-/Referenced Testing (ICRIT)

5ystem for reading on a district-wide basis and had urged each schoo]
to develop 1ts own criterion- reference tests in math and 1anguage

arts. . A continua development comm1ttee,,under the d1rect1on of a

\
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fundamental schoo]lsuporter, revised the continua in math and language
arts and the district is in the process of integrating the individual

school criterion-referenced tests into a district-wide testing system.

Non-Achievement Data Collection and Use

The district's interest in the use of evaluation lata to
structure curriculum and to monitor school-site functioning is further
illustrated by the district's evaluation review teams. First started
in the Spring of 1980, the teams visit each school once a year. A

» ) )
district staff member described the wide-ranging interests of these
teams as including:

. the learning atmosphere -

. the feelings of students ‘ .

. the services provided by aides

. the communication between teachers and aides

. the materials used in the classroom

. the classroom management skills of the teacher
The réview team conducts an exit interview with the principal and
staff. Follow-up appears to be in the hands of the principal, with
monitoring of their actions left to informal interaction between the

Testing Coordinator and the individual principal.
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SHELTER GROVE
Background Information

Demographics

Shelter Grove Unified School District_is a small school district
consisting of five elementary sch601s, two middie schools, and one
high school, with a total enroliment of 5,706 students. The District
is located in a reTative]y stable, homogeqeous, upper-middle class

suburban community. Approximately 15% of the students attehding

. Shelter Grove schools are minority.

The school age enro]]mént gradualiy declined during the late 70's
necessitating the closure of two schools. Teacher and administrator

mobility has been minimal. Fifty-five percent of teachers have been

in the District more than ten years; forty-six percent‘of principals

are long-term staff. Ejghty percent of the 1ndividuals in the small
central staff have been with the district more than ten years. The
district has called itself a "poorer than average e]ementa}y
district", averaging ‘around the 21st percentile in dollar expenditures

per pupil as compared with other California school districts.

Overview of District Functions

A testing D1rector is respons1b1e for adm1n1stnat1on of the
district's test1ng syttem and also works in schools 1n a counseling
capac1ty to link testing w1th instruction and the district's
continua. The cont1nua in read1ng, 1anguage arts, and math gu1des the
teachers in their selection of materials to teach students. A
schooi-based materja]s and media center, staffed by:Media Spec%a]ists,

and the District office.Material's Coordinator facilitates the
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acquisition of equipment and supplementary curriculum materials.

These instructionally-linked functions are supported by a
Professional Development Program (PDP) and by Learning Spécia]ists in
each school. The PDP, managed by/a Staff Development Coordinator,
provides training to administrators, principals and teachers in
instructional design, student motivatfon, task analysis and
diagnosig. The role cf Learning Specialist has become
institutionalized--teachers regard learning specialists as master
teachers who aré available %o help them solve their problems.
Learning_Specia]ists spend 40% of time working directly with chi]dren
and 60% of time working with teachers, individually or in on-site |
inservice/activities. The Staff Devé]opmen% Coordinator meets with
the Learning Specialists in each school twice a month to coordinate
district staff development.

Administrative Council meetings are held weekly in ordgr to
facilitate communications between central office staff and the
superintendent. A Communications Council including the distfict-
Supéringeﬁdent, one Board member, one principal and several teachers,

meets monthly to share information and make recommendations.

~

Formal Data Collection and Dissemination
Shelter Grove has developed a structure that links evaluation and
: | |
testing data collecticn with instruction. It is an'evolving system

moving along in a generally consistent direction.

Achievement Data Collection and Use

The District administers a number of tests, including the CTBS,

State Assessment Tests, and a criterion-referenced test. The
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Cbmprehensive Test of Basic Skills (CTBS) is given annually to the
students in the two e1ement§ry schools participatinglin the Title I
program in order to comply with evaluation requirements.

The district administers the State Assessment Tests in grades 1,
3, and 6, in conformity with §£éte'regu1ation§1 The Director of
Testing finds the scbres’from the Stéte Assessment tests useful in
public relations with the media and parents, to examine the
performance of children in certain subject areas, and to eiamine
long-term trends in the district. |

According to district staff, the foregoing tests and éva]uafion
procedures do not have tﬁe power to affect instruction in the same way
as the district's Criterion-referenced Tésting System. Tﬁis system,
developed over time by teachers, is fhe major device regulating
instruction. The test is referenced to a graded sequence of
instructional continuum for reading, language arts, and math. The
criterion-referenced test (CRT), each taking no more than half an hoﬁr
to administer, are given three times a year, or more often at
teachers' discretion. The test booklets are scored by the teachers
and then sent to the Testing Qoordinator who refurns printouts to
teachers with their students' scores, organized by objectives; printed
out by 1earﬁing group. The Testing AdVisory Committee, composéd:of_
one prin;ipaf and several teachers from different schools, works with
the Testing Director to continuaily update and improve the CRT Systém.

The most important use ot the CRT 1nf6rmation is made by the
classroom teacher in h]anning for instruction. Scores are aggregated

by -the Testing Coordinator into individual student profiles and

h .. C '12 3.1 /



instructional group profiles, and made available.to schools. Teachers
confer with parents using the objectives printed out for the CRT tests
and meet with principals to set goals for chi]drén in each
1nstruétiona1 group.‘ Teachers meet with Learning Specialists 1h each
school to discuss their profiles and plan any revisions which appear
necessary in instruction.

Another use of the testing information occurs at the districf
level. District administrators can review test results with site
administrators to set district and site level instructional priorities
using summary reports on studenps, groups, classroom and school. The
testing system is also used to meet proficiency standard requirements
manadated By the state. Proficiency tests, composed of various
segments of the CRT tests are administered to students in grades 4, 5,
and 6. Prior to parent conferences, 1etters are sent to parénts for
aqy students who are performing at two grade levels behind.

A1l seven elementary schools in Shelter Gfove participate 1in fhe
state-wide Schecol Improvement Program. The school-wide planning and
the evaluation--conducted on-side by a three-membér team trained and
organized by the state--is viewed as cdmpatib]e with other District

efforts.

Non-Achievement Data Collection and Use

The district uses an annual Attitude Survey of students,
teachers, and parents to ascertain their degree of satisfaction with
the elementary school program. The studént gquestionnaire asks
self-report items relating to the child's perception of himself or

herself as student in particular subject areas ‘as well as his or her
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feelings about the school, the classroom and the teacher. The adult
questionnaires ask for opinions about the functioniﬁg of the “school
program. This infermation is ana1yzéd by the Testing Directdr who

reports it back to the principals and teachers on an annual basis. -
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NORTHTOWN

Backgrouhd Information

Demographic

Northtown School District, serving a large metropoiitan area,
enrolls students who are diverse in socioeconomic and racial
characteristics. Since the 1950'5, the poﬁu]ation hés changed
dramatically from.a primarily while majority to an increasing
percentage of Blacks, Hispanics and Asians. Overall, the district has
experienced declining enrollments, however, because of population
shifts and geégraphig constraints, it is in the unusual positibn of
closing down some central city schools while building new schools in
recently deve]oped\out1ying areas. Tfhe dist?iét operates close to 200
schools, K-12, .and employs over 4,000 teachers. The district-has
searched nationally for 1fs.teach1ng and administrative staff and ahs
been able to maintain high staff stability over the last 20 years.

The district is presently under court order to desegregéte its.
schools and is facing possible court-ordered -busing if app;opriate
steps are not taken to ease fhe reality and effects of racial
1so]at16n. A major concern for the court, the community, and the
district is pupil achievement -on -the CTBS battery and becagse of this
concern, the district has sought ways to integrate CTBS into its
decentralized instructional and curricular decisionmaking structurg:
The district is requirgd to give norm-referenced tests each year to

every child in a large number of schools with special funded,

programs. In these schools, the district evaluation office has

~
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devised an individualized system that aggregates CTBS scores by school
and presents them in a way intended to maximize their use for
school-side decisionmaking.

" Belief in their decentralized system has éeén jo?ted by the
persistently low performance of students in the Racially Isolated
Minority Schools (RIMS) on the CTBS battery; Under court order, the
district has instituted a more centralized, predetermined program in
these few schools and has had to committ themselves to "guaranteeing”
a specific level of student growth as measured by CTBS.

Overview of District Functions

The district operates a decentralized management approach with

considerable authority for instruction and curricular development

residing at local school sites. One of the results of Northtown's

decentralized system has been a considerable proliferation of District

instructional” programs. As the district became increasingly diverse
and complex, it became necessary to design procedures that would bring
some sense of order and facilitate communications. An elaborate
integrating committee structure was formed to insure
representativeness in district-level decisions.

The main committees ére: Cu;ricu1ﬁm-1nstruction Committee;
Special Activities Committee, School Renawal Committee, New Programs
Committee,land Superintendent's Leadership Council. They are designed
to perform specific scréening, advising, decisibnmékihg, and
development functions. The.key coordinating committee is the
Curricu]um-lngtructioﬁ Committee wifh a membership that cuts éﬁross
functional lines. This Committee monitors processes for instruc;ina[

cw. 321 . ]

~



program development, reviews.a11 proposals for program changes, and
makes Eecommendations to the Superintendent's Leadership Council.

It was thought that the decentralized, school-based
organizational and functional structure that had been developed would
be the most effective way to meet the needs of an increasingly
divergent student population. In twenty Racially Isolated Minority
Schools (RIMS), however, it became evident that thére was disparity
between their pupils' achievement and the achievement of pupils in
other schools. When the di;trict received court-ordered |
desegregation, they initiated a numbe; of program and activities to

improve the educational programs and pupil performance in the RIM

1

schools. The hohed for improvement of pupil achievement has not

materialized, and the district administration has "increasingly 1imited
the freedom of RIMS staffs to try to solve these difficult problems
1ndividd611y. The resu];‘is that the district 1; essent%a]]y trying
to maintain one kind of plan and structure for the majority of its

schools (decentralized, relatively high autonomy) and another

' structuré for its RIM Schools (centrally préscribed, highly structured-

programs with guafanteed results).

Formal Data Collection and Dissemination
As with most urban districts, Northtown's evaluation and testing
activities have developed largeiy in response to state and
federally-mandated evaluations of funded programs. Staff in the-
Evaluation Services Office of the district are responsible for
conducting internally-evaluated programs and special nonmandated

evaluation and research studies. dften these studies are requested by

C 17,
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administrators regarding some ongoing district activity or program, or
about some proposed program. 'A recent example was a special report on
the BTES Interruption Study which led to a district policy to. reduce

interruptions and thereby increase time on task in RIM schools.

Achievement Data Collection and Use

The testing programS‘administered by Nbrtﬁtown School District
are the district-wide Comprehensive Test of Basic Skills (CTBS), the
required state test battery, and a broficiéncy testing progr;%._ The
purposes of district-wide testing are to provide the Superintendent,
the Board, prinéipa]s and teachers with an assessmenf‘of achievemént
in basic ski]is for analysis of program weaknesses and strengths.

The State Assessinent ﬁests are administered to students in the -
3rd, 6th and 12th grades. An annual report of the results is
submitted to the Board of Education. These test results are analyzed
to seehif they reveal instructional or curricular deficiencies;
however, the teachers seldom referred to the test fesu]ts as having
any influence on their teaching ﬁethods.

Recently, external events ﬁave had a profound effect‘on the
district's evaluation and testing programs. Required to useﬂthe
norm-referenced Comprehensive Test of Basic Skills (CTBS) tests to
satisfy judicial méndates, the‘district is bﬁi1d1ng a
testing/evaluation/instruction 11nk}ng subsystem whiéh uti]izesbthese

tests. This subsystem, though not operating in all schools, is an

attempt to link student scores on norm-referenced tests to local
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school-site instructional decisionmaking through the mechanism of
evaluation reports. Therefore,_it appears thaﬂ\of the tests the
district administers, the CTBS program currently has the greatest
impact on the.district's decisionmaking particularly in the RiMZ
schools.

CTéS js given district-wide in grades 5, 83 and 11, and to all
students enrolled in special project_schpo]s (e.g., Title 1}. The
scores are used differentié]]y by various groups. The Board, the
Citizens Integration Council and the cburt are partfcu]ar]y interested
in CTBS score gains in the RIM Schools. The Principals and the
compehsatory education staff ;se CTBS in Qriting §chcof Impr%yement
Program (SIP) and Title I reports and in program planning. fhe
CTBS results are used as one weans of checking on disfrict- wide
jnstructional programs and provid%ng neqessaryAremediatién.

With tpé exception of the recent developments in the RIM schools,
there has notlbeen any district-wide systematic effort to coordinate
testing, evaluation and curriculum. Because the District
has emphasized gchoo1-site deve10pmentvof instructional programs, they
haVé been déve]oping a testing and éva]uatién reporting. system that is
geared to the needs of each individual, school. This system is
consistent with the district's 1ong-heTq belief in local school-site
autonomy. Limited presently fo its consolidated appficafion* schgp]s,
'the process Can be described as follows: Each consolidated |
~application school’s CTBS scores were preéénted to éach school's
Aﬁ;incipai and staff a1oqg with thé échoo]'g mobility jndex, monority

percent, and “school enrollment figures. Based on these data,
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the school staf%, with the assistance of an Evaluation Services Office
evaluator, determines a set of objectives and act{vities for the
coming year. These form the core of the school's annual improvement
plan. Evaluation Services Office staff analyze test results each
year, jn terms of the individual school's stated goals and ﬁrepares a
schoo]-specific report for use by the~sqhool staff. . According to
teachers, the district's testing and evaluation program's impact on
classroom teaching practices seems to be qufte minimal. The tests
that seem to ha%e the .gréatest impact on classroom teaching are the
‘district prbficiéncy testing program (CRT's) especially those used in
conjunction with the state-mandated proficiency testing pfogram.

A Interestingly, the critérion-;eferenced testing programs ar%ziso}ated
from the Evaluation Services Office which has V{rtually no ro]e.jn the
de&e]opment and.éssgssment of the district's CRT's or the proficiency
testing program. CRT's are"coﬁsideféd part‘of‘the District's
curriculum program, and the curriculum staff'develops, adminjsters;

and interprets the CRT's. A member of the Evaluation Services staff

sits on the CRT committee but reportedly has little influence..

Non-Achievement Data b011ection and..Use
The district collects school demographic data, such as total

school enrollment, percent of minority enrollment and mobility index.

* The state has déveloped‘a common form (thso]idated\App]icétion
form) so that districts can provide basic demographic data once while
applying for'several state ‘and federally funded programs.
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Tris type of information is given to schools to be used in their
annual improvement plan. The inforhation is also included in a
school-specific report prepared by the Evaluation Services Offiée.

AAs part of internally evaluated prograﬁs and other research |

studies, the Evaluation Services Offiée.co]]eéts various
non-achievement infd}mation. For example, in the eya]uétiog of the
Mentally Giffed Program (MGM), data were gathered, using
questionnaires, from teachers, parents, énd"students to assess
atttudes relative to the MGM.program. Items in these questionndi}es-
were reported according to the fo]]owiqg clusters: relevant
enrichment activities, gcademic grow;h, leadership ro]es; prob]em

. s01ving skills, and peer relationships.

Instructional program eQa]uatjons, guch as oral communication,
achievement goals program,'and English language, include survey
results of teacher percepfions regarding of the program, districf
organizaticn of the program, effectiveness of inservice, A
appropriateness of program goals, and implementation of the progrém at

Kl

the site. ‘ T _ - \

'

- Special reséarch studies have also provided a mechanism to -
collect non-achievement data. A study of teacher work load, for
example, Qas designed to assess the effects of specially funded
programs and mandates on student achievemént, teacher and |
administratdr time and énergy} ‘Structurgd interviews and

- B questionnaires were used with samples of site principals, resource

persons, evaluators and teachers,
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Northtown Dfstr}ct has also collected extensive infofmé;ion on
the implementation of school integration. Theése studies included the
use of the following instruments for data collecticn:. a school
}ntegration evaluation checklist to assess imp]emen;ation issues at
specific school sites, a race/human relations evaluation survey
administered to.students/and staff, and a 40-item survey of school
climaté that assessed attitudes toward thé instructional program,
school-community relations, discip]iné, expdSure to a diversity of
cultures, equity of instructional materia]é, staff and student school

cooperation and communication.




OLDVILLE
Background Information

Demographics

The D1dvilie Unified Schocl District, serving a coastal
population of app}oximately 125,000, came into existence in 1965.
Prior to that the community was served by a high school district and
two elemeni .y school districts. The community is genera]]x'populated
by families in the middle to upper %ncome, although during the 1981-82
school year, five schools quaiified for ESEA Title I funding due to
the number of children in attendance coming from low fncome fami]ies.;
The percentage of minority students en#o]]ed in the schdo] district in
1582 was 14 percent with the bulk of these being Hispanic (8%), and
Soutﬁeast Asian (5%). Apprqximatg]y 10%_of the children living withfn
district boundaries attgnded private schools. Enrollment reached a
peak of 26,000 students in 1970 and then began declining at the rate
of approximately 1,000 students per year. The primary reason for this
dec]ine'has been the high cost of housing. By June, 1982, the school
district had closed 12 schools leaving a total of 26 sites: seventeen
K-6 e]émentary schools, four 7/8thk grade-fntermediate schools, four
high schools and one continuatién/alternative hi@h_échoo].f

Due to a decline in state suhport for education and distrjct

enrollment, the operating budget has declined over 10% in thé past few

" years to approximately a million dollars’ in the 1981-82 school year.

The district, hdweVer, ranks in the top 5% in the state -- 85% of the

students graduating from the district go on to some’ form of higher‘
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education. There tends to be low turnover in the staff due to good
working.and 1iving conditions. Beginning with the middle 70.'s
however, laycffs began and arevcontiﬁuing. The administrator/teacher
“ratio is on the low side -- approximatély 6 adminstrators per 100

N

teachers.

' Formal_Data Collection and Dissemination
57-vi11e School district administers a competency-based assess-
ment(sj;;em and a.graduation proficiency testing program. In addi-
"tion, the District partiCipétes in a norm-referenced State Assessment
Program. The Oldville District also uses enrollment information and

other non-achievement data to inform decision making.

Achievement Data Collection ard Use

The compétency-based educatfsn (CBE) systém that presently ‘exists
in the district has developed over the past 15 years. A Statement of
Educational Prfncip1es (SEP) was formally adopted in June, 1970. The
district deVe]oped instructional objectives and test items in 12 skill
areés, including the basic sk{lls, social studies, science, speaking,
listening and fihe arts. These instructional objectives form the
district's continuum. All of the minimal skills monitored on a
regular, mandated basis are related to tﬁe basic skills with testing
in g-ades 3, 5, and 8-12. This individualized assc¢ssment program is
‘called Student Prograss Monitoring (SPM). The CBE system enables
teachers and/or schools to select any skill in the district's ski]]v
bank, tes’ students on that skill and receive Computer—produced score

reports.
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Results of the district's competency-based assessment program are
used to report district, school, classrnom, and student level
achievement; to report trends in achieyement; to»guidéydistrict
curriculum andxinstfuction programs; and to 1nd1v1dualize
"~ instruction. Results are av 'Tab+e~£9n.1nd1vidﬁa1 students and
| management summary reports azz’avai1ab1e\at the classroom or school
level. A specialized report form has béen developed at grades 3, 5,
and 8-;2 for reporting results of the district's mfhima] basic skills:
requirements. One aspect of this specialized form is a data mailer
that can be use to mail the results directly té the student's home.
SPM started out as an optional testing program that -teachers were
encouraged to use. . In 1978, SPM and the newly developed Minimum
Graduation Proficiency Testing Program, became the main assessment
tools of -the District's competency-based education program.

With the 1hpetus of state-mandated minimum graduation
proficiencies; the District began a project to identify skills in the
SEP universe that could be required for graduation. By April, 1978,
the Board of_Education had adopted 60 required minimal -proficiencies
in three afeas specified by the gtate legislation -~ reading,
composition, and math. The ﬁoard adopted a mastery level of 100% --.
each of the 60 competencies muét be méstered in order for a student to
graduate. A student must answer correctly 2/3's of the ifems for a
pgrticu]ar objective in order to "master” that objective. Oncé a
sfudent had passed a particular competency, he/sﬁe would be tonsidered
to have achieved mastery for graduation and would not asked ta repeat

or maintain mastéry on that skill during future re-tests in that
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subject area. Students are assessed on the minimum graduation

profﬁciencies in the '8th 9th, 10th, and 11tk grades using large scale

test administrations with computerized scoring. Students also had the
opportunity to test in summer school and during the 12th grade in

District testing centers using handscored mini-test procedures.

) Beginning in 1982, a program of minimum competency testing was also

mandated in grades 1-6.

Non-Achievement Déta Collection and Use

Enrollment information by school and gradellevel; enrollment
projections, intra-district transfer proje;tions ind status 6f student
enrollment at the end of the first school month are cb]]ected by
Oldville Unified School District. This information is used by school
and district.staff in making planning cecisions. The Student Predic-
tion Office of the Division 6f Research and Student Services prepares
long-range enrollment predictions through a combination of manu$1 and
computer operations using information from a variety of sources.

These sources include current enrollment data, historical enrollment
information, potential new enrollment from new housing construction
planned and/or in progress, private school enrollment tfend data,
census data, and the like. These data, gathered from‘énd submitted by
other district operating units as well as a variety of public and
private agencies, are compiled and analyzed by the S;udent Prediction
office on én on-going basis for use dgring the prediction and planning
process. The objective of this process is to predict thé'gtudent
enrollment on the last day of the first school month fdr five years
beyond the current school year. The prediction enrollment figures for

b
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ééch of the five years beyond the current year are distributed by
grade level within each school; this distribution serves as the base
prediction for each of these years. A refined predicticn for the
first year beyopd the present year is developed by adjusting the grade
level distribut;ons to reflect 1ntfa-district transfers between
schools; this distribution serves as the adjustéd prediction for the
first year beyond the present year. The adjusted prediction is used
for planning purposes such as resource allocation and staffing at the
individual school level and for budget develcpment purposes at the
District level.

Additional non-achievement information is collected bybtne
District's Development Lab. Each year they conduct a Graduate
Follow-up Study that is useful to the District staff and to the high
school accreditation process. The study is designed to é) analyze
what the schools have contributed to students' capacities to function

in their subsequent academic, social, and vocational environments; b)

assist staff and students to determine the Fe]evance of curricular and

extra-curricular activities as perceived by these students, and c)
determine if the schools are meeting the district's educational
objectivgs.:

The study samples a random selection from each high school's
graduating class (varies from 45% - 52%). One year after high c<chool
grapuation, the selected students receive a questionnaire containing
approximately 49 questions. The questionnaire assesses respondents’
current_educationq] étatus and current employment, status, and their

/
perception of the contribution their hiéh school training made to
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these activities. The questionhaire'a1so includes items regarding
respondents’ evaluation of high school instruction, counselirg

services, high school course content and teachers.

Q o : ;
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CRESCENT CITY

Background Information

Demographics

1

Crescent City is a large school district with an enroliment over
80,000 pupils, that shares many characteristics with other
comparably-sized districts. For example, it has a steadily growing

minority population, currently enrolling 5% Black ~5% Hispanic, 2%

\
A

Asian and 1% American Indian. The District has implemented a

court-ordered desegration plan.

The District is facing an increasingly tight financial

situation. In the 1960's, the st:.2's share of the District budget

was 40% and in 1981 it was 60%. School board members and District
administrators were pessimistic about the ability of.the District to
balance itshbudgetiﬁn the'néar future without severe kuts. The
district ranks near the bottom nationally in terms of class size
(large classes) and in per pupil expenditure (low). Crescent City has
a higher cost'of iiving index than the average urban city, and teacher
and administrative salaries continue.tb slip behind the inflation

!
rate.

MR

While Crescent City shares several characteristics with its urban

counterparts, i.e., growing racial minorities, declining financial
. é "

resources, large classes, low -per-pupil expenditures, and growing
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teacher unrest, it has_seQéra] unjque character1§t1cs. Its pupil
population has grown steadily, with the'dfstrict'adding 17,000 pupils
since 11970“ necessitafing the bu11d1ng of several new schools' per
year and h1r1ng large numbers of teachers. One 6f the city's major
industries and the support1ng businesses have cons1derab1e emp]oyee
transiency. Families regularly move in and out of town and among the
ﬁdistrict's various attendance areas.

Unlike other urban districts, there is no nearby suburban school
district that éan drainioff pupils or teachers for various reasons.
There are Several.priyate and parbchia] schooTs, however, One of the
hajor religions in the cify p%b&%des an.after-schoo1Aeduéation program -

~rather than opérating its th school . system.

Overview of District Functions

S{x Associate Sﬁperjntendents report direcfly to tﬁe
‘Superintendent: Personne1 SerQices;'Business and Finance, School
Facilities, ‘Elementary Instruction, Secondary Instruction, and
Administration -and Special Student Services (which includes the

- Department of Research and Deve]opment) There is no separate
department of curr1cu1um or 1nstruct1on “that 1ndependent1y services
the entire district. Instead'the curricuium department has been |
folded into the divisions administe}ed by the Associate

Superintendents for Elementary instruction and Secondary,Instrucfﬁon.

The curriculum specialists and supérvisors report to the top line
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" administrators who, in turn, administer the elemenfary and seconcary
schools. | : .

Another relevant administrative-structural component are the
Directors, who repoft directly to the Associate Superintendents for
Elementary and Secondéry Instruction. Each director is responsible
for a <et of geographical]yAdetermined schools. They, are tﬁe
administrafive and supervispry‘extgnsion; of fhe A§§c1ate
' Superintendent and they play a critiéa] role in the District's
instructional hanagement program: In q@ditioh to;a~Super1ntendent's

/
cabinet, which consists of the Superintendent and Associate

Superintendents, there is an infrastructure of c0mm1ttees; including a

principals' advisory committee and various curriculum advisory

committees.

Fo~mal Data Collection and Dissemination

The Crescent ity evaluation efforts are shared between stafi who
initiata or overs:; avaluations and staff who actually perform
evaliations 5+~ :ral people are responsiblé for initiating or L
oversezing evaluacions: Elementary, qunior and Senior High Directors
is responsible for the.evaluation of programs; the birector of Federal
Prograhs is responsibile for externally mandated evaluation
fequiﬁements, the Director of the Department of Researcn and
ﬂ Development is.respensible for responding to requests from other‘

administrators for evaluation information; and the Director of Special

Education has specific externally-mandated evaluation requirements.
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The second group of'pe0p1e.assoc1ated with_eva]uafion are those
who actually perform'evaldations._ These staff are typically in the
Research and Development Department. While the district appears to bea
using testing and evaluation more, the size of the department staff
has declined in the past few years; |
| The district conducts three types of evaluations: the evaluation
of discretely 1dentjfiab1e programs, sucﬁ as Title.IVC,»T1t1e 1 and
Indian Education; thé gathering of information to assist in sﬁecific
policy decisions; and using testing information to inform decisions
regarding curricular emphases and methodologies (fhis typve of

evaluation is not written up formally).

Achievement Data Coliection and Use

Tﬁe Research and Development Department administers the testing
program in Crescent City. The district uses both criterion-referenced
tests (CRT's) and norm-referenced tests (NRT's). The district
adﬁinis;éfs the following norm-referenced tests: the Otis-Lennon
School AbiTity test in gfades 2 and 5 Tor baseline data; the Stanford
Achievement Test'§n grades 3 & 6 far minimal ;roficiency statistics;
The California Achievemet Test in grades 8 & 11 as a performance
jndicator; and the Otis Lennon Mental Abi]ify Test in grades 8 & 11

for baseline data.

The district generates the following information from
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data, district and school stanine frequency distributions, raw score

and percentile frequency'distributioﬁs, statistical summaries of

. disfrict by sub-test, sex, and quérti]e, individual score iist and
item analysis. Uses of norm-referenced test data include:
communicating to the community at large, the Board, and parentg,
regarding student achievement; examining the effects of district-wide
instructional programs on policies (e.g., fow NRT scores were a major

_ reason for the initial development and 1mp1ehéntation of the' current

instructional management system); and developing 1ﬁd1v1dua1 student's
"index score", composite of several factofs including achievement
scores that are used to place students in certain.tracks.

The. district administers the following criterion-referenced
tests: Math and Reading-Elewmentary Level in grades 2-6 to provide
teacher aiagnosis of student progress; Math and Reading
(optibna])-dunior High Level;:optional computer-Assisted Test
Construction (crfferidn-referenced items at junior and senior high
levels in the subject areas of English, General Math, U. S. Historf

. y
andJAlgebra); and a State Proficiency Test give to all students in
grades 9 and 11 in writing, reading and math. |

The‘district requires a fall and spring administration of an
ﬁappropriate"‘ievel CRT for eiementary maﬁﬁ and reading and for junior
high math. The district genérates the following information from
CRT's: district and school comparative data, frequency distf{bution

by class, item analysis (summary and concept), student scores 1ist\and
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an 1teh analysis by student. State proficiency test daéa a1so
provides reporté'on.State/District/Schoo] Comparisons, Student
Profiles, Parent Notification, and Transfer Listings.)

CRT's are nsed as-ah integral part of complete classroom
managément system. Class 1nstructio; groups and remedial class
p]écement decisions are based on student mastery of district or state
specified objectives. Depeﬁding on the placement needs of students,
CRT'scoreé influence the number and kinds of classes offered in junior
and senior school levels. Minimal cbmpetency scores are also used for
communicating how the districts' students are doing to the community,
the Board, and parents. CRT scores pinpoint stfengths and weaknesses
in district or school level programs, and.accordjng to the central
office staff, are a way of encouraging teachers to pay attentioh to
the district continuum.

The Research and Development Débartment compares CRT scores to
NRT scores to analyze cbykéer1evé11ng or difficd]ty at each grade
Tevel. Principals usually ook at teacher use of the CRT
instructional managemeﬁt systéh'as a part of the District teacher

evaluation system.

Non-Achievement Data Collection and Use

At the heart of the district's 1nstructionaT.managemenp program
is acceptance of the idea that there is a technology' of teaéhing and
. % .t’ i , -

that certain conditions or practices will result in better pupil

achievement. The desirable conditijons and practices have been
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disti17ed into what are known as Elements of Quality--criteria against
which a schpo] and the instructional program can be judged.
The Elements rest on three aSSumptioné and contain eleven
. applications. They are as follows:.

Assumption 1. Goals and objectives need to be clearly written and
communicated. .

.

. Statement of educational principles
B. Elemerts of Quality

. Course of study and curriculum guides
D. Special priority objectives (HPQ's)

Application: A
C

Assumption 2. Means must be provided and used to assess the degree to
which objectives are attained.

Application: Testing program:
Checkiists of observable criteria h
Opinion surveys

. Management audits (internal and external)

oOOw >

Assumption 3, All assessment should culminate in program improvement
: decisions.

Apb]ication: A. Implied action statemenfs in assessment reports

: _ B. Priority plans for improvement
C. Evaluation based on results
The program revolves around a series of district-developed

tools--e.g., assessing pupil progfess, assigning pupils io
, instructional groups, altering instructional methds. Teachers are to
be able to demonstrafe to supervisofs that they areiindéed using these
tests in the prescribed manner. Teachers, th;ough in-service training
pfograms and principal assistance, are also expectéd to be acquainted

with various instructional methods, and to be able to demonstrate that

they can use them appropriately.
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The uniqueness of_fhis syétem is its attention to enforcing the
use of the Elements of\Qua]ity. While teacheys can teach beyondﬂthe
district continuum (after covering the required material) and use
various instructional approaches (if éppnoﬁriate), they do not have’
the freedom to "do what they think is best" if it violates the spirit
of the Elements.
| Crescent City has.implemented a management system tc provide for
needs assessment, prioritizing objectives and plans, and for
monitoring gnd evaluation of results. The District Directo;s,
Principa]s and thefr staff are involved in a strﬁétured assessment, -
priority setting, planning, eva]uéting and reportiﬁg procesé for
improving performance results in relation to the extablished criterié.

As part of this management system, information is collected via

~

surveys, questionnaires, logs, checklists, observations and report

forms. This non-achievement data collection includes:

'V.échool Adminjstrator Performance Evaluation Report
"..Criteria for the Assessment of Instruction Checklis;
.Principal's Supervisory Log .
.Plan to Achieve a high Priority Objective (HPO)
.Principa]'s'Obsérvatioh Sheét | |
.Teacher - School Profile I~
.Report of Teacher Personnel Records Audit )
.Parent - feécher-CAnference-Report |
.Annual School Assessment Report ~ T

_.Parent Opinion Survey
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.Teacher Opiniun Survey

Principals regu]ar1y receive extensive in-service training in
clinical supervision; they are thoroughly informed about the
district'é 1nstfuctiona1 continuum and they are charged to oversee the
implementation of the Elements of Quality in their schools. Each is
expected to spend a minimum of 40 percent of his or her time in
classrooms sqperyising teachers and assuring that the Elements of
Qual{fy are being adhered to.

The Principals are, in turn, accountable to the Directors who
periodically visit their schools. Part of the Director's
responsibi]ityris to see to it that the principal is adhering to the
Elements of Quality-. Teachers are evaluated on the{f adherence to the_
dictates of the Elements of Qqa]ity and so are prﬁncipaTs.' Teachers,
tenured and probationary, are reviewed by the principals and . B
principals. are reviéwed.by Directors. -

Each year principals afe rated, on a confidential questionnaire, .
by pup{ls, parents .and teachers. These ratings, coupled with the
Directors's bbservation, form the basis for principal ratings.
Teachers and prihcipa1§ who cannot perform to "che Elements of Quality
are provided extengive opportunitiés to. become ski]]ed. Teachers, for
example, get multiple ratings and ané]yses of their teaching frdm

several supervisors and in-service training opportunities are made

-available by the curricuium spcialists in their division (eTementary
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or secondacy). If aftef several opportunities for improvemeht they
cannot or will not meet the Elements' standards, they are subject to
dismissal. | | |

The use of the Elements of Quality can perhaps best be understood
by reviewing the annual cycle of how it is used by onz elementary
division director. Basically, the Director meets with each assignied
principal in June for the end-of-the-year conference where they
develop the next year's High Priority Objectives (HPO's). The
Director assists each principal to establish HPO's for him or herself
and the school. The Director also uses teacher questionnaire results
to check on the principal's effectiveness in managing the E]ements~of
Quality; Elements 1-5 focus on i1mstructional objectives and Elements
6-10 (6-12 for secondary) focus on manage:ial objoectives.

‘In addition, the Director uses parent questionnaire results to
check on the school's effectiveness. The Parent Opinion Survey has a
total of fdurteen statements to‘which parents respond on a five-point
Likert-type scale. Statements aeress 0p1n10xs_regard1ng the
instructional program, schod] climate, teache»s, principals, and
school-parent communication. These data are used 1nterna11y, for the
director's and principal's use only, and no normative.data across the
district js compiled. A teacher opinion surtey is Qsed annua]Ty*tot
allow individual principals and district administrators to minitor the
.attitudes and feelings Of‘teachers. The forty-five item teacher
opinion survey collects teacher attitgdes regarding'pfincipals,

teacher supervision and measurement of teaching performance, school
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objectives, school climate, school-community r=lations, and support
services. The opinion surveys are hachine scored and school personnel
are provided data on printouts keyed to the Elements of Qual-ty.

In September and October, the Director begins formal schoul
v?%its—and confirms the HPG's for each school, each principal, and

‘ each teacher in the division. The'October througr December montas are
spent in formal and informal monitoring of the instructional program.
A mid-year assessment of everyone's progress is made in January and/or
February. At this time the Director conducts Tormal conferences and
classroom observations with pre-submitted agé;das and feedback
procedures. For example, a form is used to'document recommendations
made to each principal. March and April aré\spent in more formal and
informal monitoring of the instructional pfogram with data collection
and verification. The .inservice.cycle for staff members assigned fo
the Special Assistance Program {(those who receivijjunsatisfactory
evaluations) is completed.

Around che end of April, the Director compiles the data for the
end-of-year repor?. The internal auudit inp]udes the Director's own
self-assessment, teacher-school profiles, éssessment of instruction,
and the Director's findings, conclusions, and implied action
recommendations. The external audit compiles test results,
opinionnaire results, division reports (audits), conference
summaries, mid-year:assessment, notes from.échool v‘sftation,

assessment of employee performance appraisals, and recommendations.
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In May the Director analyzes the data and completes the reports.
During tr~ end-of-year evaluation, the Director shares the assessment

with each orincipal. Together they relate this to the relevant HPO's,

and esteblish tentative HPO's for the next school year.

4

C 40

<D
Wa
(W



BORDERTOWN

Background Information

Demographics

g Bordertowntis an older industrial city, with a declining pépu]a-
tion, due primarily to the growth of middle-class suburbs. The 1980
city popu]atién was 378,000, the metropolitan area population was
1,350,000 and the population ;1th1n school district bouﬁdaries was
410,000. As the city population has declined, so has the public
school enroliment: from 87,500 in 1964-65 to 28,000 in 1980-81.
Neighborhbods have a strong tradition of independence and high
participation in community organizations.

The district includes 93 geogrqphiéa]1y-distr1cted schools: 627
elementary, 14 middle or junior high, 8 senior high, and 9 special
schools {special education prdgrams enroll 10% of the system's
students). The district operates under a system of voluntary
integration with an open enrollment plan”that allows sfudents to
transfer if such a transfer will 1mprove,the'school's racial balance.
Currently about one-fourth of the school age children in the district
dttend private schools. The racial composition of students is
approximately 57% black, 42% white and 1% other. The socioeconomic
status of the school district is generally low, with 56% of students

qualified for reduced-price lunches.
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Because of declining enrollment, the district has had serious

financial difficulties, .necessitating drastic program and personnel

cuts in 1980. In-June, 1980, however, voters passed a tax levy which .

eliminated a projected deficit and a possible state takeover of the

school system. The 1981-82 district budget allocation was $129

million; however, the district also received an additional $9 million '

in federal grant support and an additional $3 million in special state

funding.

Overview of District Functions

During the 1970's, Bordertown submitted and received federal
funding for proposals to assist special groups of students. Because
different units within the central office assumed responsibility for
administering the funds for particular subsets of schools or student
populations, the availability of these federal dollars strengthened a
tendency toward multiple rather than single approaches to organizing
district functions and solving problems that f&ce urbaﬁ districts.

A large Curriculum and Instruction Division includes an Instruc-
tional Services section responsib%e for doing curricular development;
a Planning and Development section responsible for prograzm develep-
ment; a Staff Development section responsible for service-ofienfed
staff development; and two geographic groups, each with a “Tine"
structure consisting of two area directors overseeing'and_assisting

principals who, in turn, oversee and assist teachers. -«
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Program Evaluation and its associated testing and data gathering
functions are located in separate, jndépendent divisions, with the
Evaluation Direqto} reporting direétly to the Superintendent. The
‘Evaluation Branch is currently diQided into four sections: Program

Evaluation, Testihg, School Infarmation, and Communications.

Formal Data Collection and Dissemination
Both the Curriculum and Instruction Division'and the Evaluation
Branch staffs perform activities and collect information that would be
relevant to systemic evaluation. The follewing description of
Bofdertown data collection is organized into two sections: Achieve-
meng Data Collection and Use and Non-achievement Data Collection and

-

Use.

Achievement Data Collection and Use

The Testinglsection of the Evaluation Branch is responsible for
administering the district-wide norm-referenced tests, including:
the California Achievement Test (grades 1-8); the Otis-Lennon Ability
Test (grades 3-6); a selection test for 6th graders who want To enter
college preparatory school; and the GED test. Testing staff also
administer various ESEA instruments, which include some attitude
surveys and some aptitude tests. Staff additionally does some testing
for the Advance Placement Program. The California Achievement Test
has high content validity with the district's new curricular scope and'

sequence as delineated in the document, the Graded Course of
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Study. fest scores are reported by the district using norma]-curve“
equivalents. Area directors, coordinators, and principals are being
oriented to these score 1nterpretations’by teot{ng staff.

A large part of the Program Evaluation section's efforts in the
Evaluation Branch is supp]ementod by funds from Title I schools.
staff conduct Titie 1 evaluations according to feoeral guidelines and
reports are preoared and submitted to the funding agency. A unique
system has developed to;effectively use this evaluation information to
help 1od1v1dua1 schools. Local School Evaluators assigned to schools
prepare data for local schools' use. This may mean preparing charts

or graphs of interest to specific groups. Local school evaluators

also help lead teacher meetings to analyze scores to determine what
went well and what did not, at the school level. Other group mee;ings
analyze the daté focusing on the program level.

Bordertown also uses a criterion-referenced diagnostic testing
program. The Bordertown Instructional Management §ystem,(BIMS),
dove]oped by the Planning and Development Branch of the Curriculum and
Instruction Divﬁsion, was offered to schools on a pHaée-in basis.
After several years of operationr, the connec*ions between texts
curr1cu1um and tests are being made. New items are being wr1tten to
"flow from the new Graded Course of Study and aneffort 1s be1ng made
to corroborate BIMS with newly developed minimum competency items and

skills and with the norm-referenced achievement test.
/
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The Planning and Development Branch also developed the district's
minimal competency testing system.> Tests .have been developed at

grades 3; 6, and 8. . ' e

Non-achievement Data Collection and‘Usé

The dfstrict's evaluation staff,”developed a school evaluation
and mqnaéement model us{ng system éoncepts. The Evaluat{on and
Management Information System (EMIS) is endeavoring‘fo identify,
analyze, and quantify the re1atiqnshipé betwéeﬁ alliinputs,gofng into :
a scheol anc educational outcomes and to qetermihe fhe'combination of
contributing factors which will maximize the euucatioqab outpufs. A
major goal of this effort is to provide dgcision~mak;rs jn the
dordertown District with re]evant; timel, , reliable, and ‘valid
'information: presented in an easy td read fashion.

The system's primary focus is towarq the school as 5 yho1e; The
data is delineated, gathere&, ané]yzed, an¢ reported usiﬁg the schooi
as the basic unit of daté‘aggregafion., Lpd%vidua}'or é1éss informa-
tion is not provided. More thén 800 variables per schooi have been
éo]]ected,and reportedrévery year. The cagetor{es of variables in-
clude: Pupil (such as attendance, achievement, attituae, delingquency,
health); staff (such as attendance, compositjon,'experie;ce? attitude,
pupil/teacher ratio); schosl plant (such as rooms in uée; play area

per student); costs (per pupil and ber schod?!); demographic

characteristics (such as parent attitude, mean income, parent income
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and education); special eﬁucation (such as membership, promotion, phy-
sical achievement); and other survey data from administrato;s, .
teachers, studen%s and parents. Z

Much of the information used to compile the EMIS data bank is
coliected by other departments. The evaluation staff, however, do
originate new data from yearly surveys of stddent, £éacher, parent,
and administrator attitudes. In the student survey items are grouped
and reported by factors (clusters of variables) such as academic con-
. fidence, attitudé toward schoo], sel f-attitude, and incéﬁtives for
llearning. Teccher attitude items aie groubed‘by staff morale, Speciaﬁ
education needs, and pupil characteristics. The parent attitude sur-
vey reportslitemg under’factors of school atmosphere, schoo]lprogram
qua]tiy, school pupil relations and educational issues. A goal sur-
vey, with admin{st;ator, parent, teachers and student respondents,
reports the percent of top selections from el%gen goal statements puf
to the survey réspondents.'

Among the major reports which are genénated yearly and dissemi-
nated to staff and community members are: 1) an exceptional charac-
téristics report in which variables which correlated with student
achievement variables were jdentified; 2) a variabTe printout in which
variables are printed iﬁ raw score,.pércent, direction, district-wide
comparison, and nofma]'range for several hundred variables in the SIS
data bank; 3) the specific results of the attitude surveys; and 4) a
trend report, in which values for se]e;ted variables were graphed over

the five previous school years.
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The informatiop from the EMIS data has proved to be an excellent
mechanism for goal‘éetting, problem identification, needs analysis,
and product evaluatibn. Local school neéds asseszsment begins in
Jahuary of each year. The EM;S ;eports provide an identificiation of
major strengthsp§nd weaknesses and a guideline for goal development or
needs assessment. Varjab]e hrintouts provide basic data on :the
schoo]fs:jnputs and oufputs for a review of various alternatives to
atcompishdge1ected goals. The survey data provideé an assessment of
student, parent, and staff attitudas as a basis for discussions and
detérmining direction for éhange. Trend reports highlight patterns
and enable staff to better predict what will happen next year. Trend
reports also provide a historical background of the school.

The information from the EMIS is ofter used by the local school
evaluators when they go out 10 work wgth schools in their "planning
for the next school year" capacity. EMIS data are also used to
d{splay trends toc the public in a variety of District-written publica-
tions, as well as to identify Distriqt-wide problems needing
attention. ;

The ESEA Title I project also collects non-acﬁievement data.
Title 1 has'two'objectives involving the feelings and attitudes of
pupils. The first states that project pupils "will have as positive.
a;titﬁdes toward themselves as comparable non-project pupils.” The
second states that project pupils "will have as positive attitudes

toward schools as comparable non-project pupils.” Each school
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jdentified the regular classroom at each grade level which contained
the higgest prohortion of project stﬁdents. The attitude surveys were
administeréd by testers and by the local school evaluator from the
Evaluation Branch. The primary and intermediate grade su%veys-
‘contained three subgroups of items: attitudes toward self, attitudes
toward school and attitudes toward learning. .

In 1970, parental involvement became a legal rgqufrement of the
ESEA Title I Act. _A system-wide parent advisory council, ca]]ed the
District Advisory Council, is {nvo1yed in the planning, 1mpiementat16n
and evaluation of the district;s Title I programs. The éoa] of the
parent component of Borderfown's Title 1 progrém is to assist in the
training of parents as to their role in planning, 1mp1ementation and
evaluation. A parent survey is distributed to parents in the target
schools. The survey was organized into three areas: the Title 1
"Program,” "My Child," and the "School Adviéory Council." The results
of these surveys are usedzby the advisory councils to highlight need

areas and progress toward goals.
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